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Abstract 
Discourse and Traditional Belief: 
An Analysis of American Undergraduate Study Abroad 
Despite the goal of increased globalisation, the 
proportion of American college undergraduates studying 
abroad remains at just over one percent. This thesis 
investigates traditional beliefs which have affected 
perceptions of study abroad and which have constrained 
policy development in American higher education. 
Chapter One outlines a statistical portrait of study 
abroad, identifying its participants as undergraduate 
females and showing how study abroad is a marginal 
activity. The institutional changes proposed within the 
last two decades to increase study abroad use are 
discussed, and it is shown how elements of discourse 
within the higher education community have devalued the 
purposes of studying abroad, the programmes, and 
participants. 
Chapter Two establishes the conceptual framework for 
this inquiry. Michel Foucault's theory of discourse, 
belief, and power is outlined as a guide for an analysis 
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of how beliefs about study abroad evolve, wield power 
over individuals and institutions, and are subject to 
change and the reallocation of power. 
Using Foucault's theory that emerging strands of 
discourse produce persistent beliefs, Chapter Three 
identifies prevailing traditional beliefs about study 
abroad and the historical and contemporary discourses 
which produced and now sustain them. The influence of 
gender on these beliefs is demonstrated. 
Chapter Four examines the alternative discourses of 
sponsors and participants in study abroad. These 
discourses could contribute to a redefinition of the 
situation. 
Chapter Five offers reflections on current policy 
directions and some suggestions about new possibilities. 
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Chapter One 
The Marginal Role of Undergraduate Study Abroad in U.S. 
Higher Education 
This thesis is an analysis of how 'study abroad' is 
evaluated and supported in the United states higher 
education community. There have been multiple calls 
within the international education community for 
increased support for study abroad to educate effectively 
for the twenty-first century. Study abroad enrollments 
have grown slowly, however; policy goals have not been 
reached; and study abroad remains at the margins of 
American post-secondary education. Many in the American 
academy are suspicious of study abroad, questioning its 
academic quality and purpose. 
To understand this suspicion, this thesis adapts 
Michel Foucault's theory of the power of discourse to 
analyse 'traditional beliefs,l that coalesce to form an 
'episteme,2 about study abroad. It investigates how this 
episteme can explain the slow growth in participation and 
the relative failure of policy, despite the existence of 
'alternative discourses,3 about the value of study 
abroad, articulated by faculty and students who support 
it. Finally, this thesis explores the implications of 
thisepisteme and its alternative discourses for policy. 
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The issues examined in this thesis grow out of the 
insignificant status of study abroad activity in the 
United States and the goals of policy makers for its 
future, to which Chapter One now turns. 
Part One. The status of Study Abroad within United 
States Higher Education 
Despite efforts to 'globalise the curriculum' and 
enter an era of 'multiculturalism,' study abroad 
programmes in the United States are under-enrolled. 
Educators hear warnings that ~the level of international 
knowledge and understanding in our country is wanting in 
comparison with others.,,4 In an end-of-century report 
funded by the Test of English as a Foreign Language 
(TOEFL) and shared with the United States Information 
Agency, Dr. Alice Chandler, President Emerita of the 
State University of New York at New Paltz, stated that 
~Arnerican college graduates are all too likely to enter a 
global society without knowledge of a single foreign 
language or culture and without the general knowledge 
that prepares them for global citizenship. They are far 
less prepared than young people from other countries to 
compete for global commerce or market share."s Early in 
the year 2000, U.S. Secretary of Education, Richard W. 
Riley, gave a speech called ~The Growing Importance of 
13 
International Education," calling for increased emphasis 
on international exchange, including study abroad, to 
meet the needs of globalisation. 6 
Who Goes Abroad 
Although such concerns are frequently expressed, 
foreign study programmes attract a tiny proportion of 
American college students. The Institute of 
International Education reported that in 1995-96 (the 
most recent academic year for which accurate comparative 
data about U.S. higher education enrollments are 
available?), the number of American students going abroad 
had risen in the previous year but still represented only 
slightly over one percent of all U.S. college students. s 
International education leaders have indicated they 
would like to increase that number: "By the year 2000 ten 
percent of American college and university students 
should have a significant educational experience abroad 
during their undergraduate years.,,9 A further goal, 
established for 2008, is to reach twenty to twenty five 
percent. 10 Still, little more than one in one hundred 
American students can be confirmed to study abroad by 
this year -- the year 2000. 11 Allan E. Goodman, President 
of the Institute of International Education, although 
reporting a slow upward trend, told the Chronicle of 
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Higher Education in late 1999 that "much more needs to be 
done. ,,12 Elsewhere, Goodman warned that despite policy 
aims, "American educational institutions are themselves 
finding it increasingly difficult to fund . . . Americans 
seeking to study abroad.,,13 
Foreign nations send far more students to the United 
States than U.S. higher education sends abroad, and 
support for international education programs appears to 
be declining. At mid-decade, 453,787 foreign students 
came to the United States, representing 3.1 percent of 
this nation's total higher education enrollment. 14 
According to the Institute of International Education, a 
majority were graduate students, many enrolled in 
professional programmes. 15 In 1995-96, foreign students 
accounted for 10.1 percent of all graduate students in 
the U.S., including 33 percent of all doctoral degree 
recipients. 16 
In contrast, mid-decade figures showed that 89,242 
American students studied abroad. 17 More than 92 percent 
of these students were undergraduates,18 representing only 
1.2 percent of the total U.S. undergraduate population at 
American four-year institutions and only 0.62 percent of 
the total U.S. undergraduate population, if two-year 
institutions are included. 19 In other words, foreign 
students studying in American colleges and universities 
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outnumber American students overseas by about five to 
one. 
The population of U.S. students studying abroad does 
not mirror the population of students coming to the 
United States. From the 1950s to the present time, 
three-quarters of the international students coming to 
the U.S. have been male graduate students,20 many 
enrolling in science and technology courses. Two-thirds 
of U.s. college students going abroad are undergraduate 
women, the majority of them studying languages and the 
liberal arts. 21 
An analysis of the forces which have shaped these 
patterns of U.S. study abroad participation is at the 
centre of this inquiry, which begins with a definition of 
study abroad in the American context. 
The Scope and Definition of U.S. Study Abroad 
U.S. international education literature rarely 
defines 'study abroad.' It is possible, however, to 
extrapolate a definition from the practices of 
organisations sponsoring study abroad for American 
students. 
The Council on International Educational Exchange 
(CIEE) is a non-profit, non-governmental organisation, a 
world leader in operating undergraduate study abroad 
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programmes, open to every eligible student in the United 
States and well known throughout the u.s. academic 
community. In its literature, Council states its 
programmes "provide credit-bearing semester, academic 
year, summer, and January-term study abroad programs in a 
variety of disciplines. ff22 
A similar pattern dominates the offerings publicised 
by the Institute of International Education (lIE), a non-
profit organisation with over 650 college and university 
members in the U.S. and abroad -- the largest agency in 
the U.S. 23 In its guidebook to study abroad for U.S. 
undergraduates, lIE states that "Many programs offer 
academic credit that may be used in partial fulfillment 
of requirements for an academic degree. It is usually 
not possible to complete all course requirements for an 
academic degree in the period of time covered by [these] 
programs nor is that their purpose.ff24 
These two documents show that in the American 
academic tradition, undergraduate study abroad involves 
domicile in a foreign country, rarely exceeding a year 
and always for a shorter term of enrollment than that in 
the home institution. It results in completion of a 
portion of the accredited coursework required by the U.S. 
home institution for the baccalaureate degree. 
The term 'junior year abroad' has been frequently 
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used in the United States to describe the sojourn abroad, 
though students today rarely stay a full academic year. 
Until the 1960s, the ~dominant pattern was to study 
overseas during one's entire junior year ... Over the 
past two decades, the pronounced trend has been away from 
year-long programs and toward programs of a semester or 
less with much course work taken outside maj or fields. ,,25 
While the duration of stay has declined substantially, 
the 'junior year abroad' label remains, even for shorter-
term programmes. Most students enroll for a programme 
during the third (sometimes fourth) of their four 
undergraduate years.26 
Changes in programme duration have not resulted in 
significantly increased participation in study abroad 
activities. With only one percent of the u.s. college 
population studying overseas, study abroad continues to 
function at the periphery of American higher education, a 
role defined as problematic by some educational leaders 
and a role study abroad policy formulation is designed to 
remedy. 
Part Two. Policy Discourse 
For close to a half-century, this marginal role of 
study abroad has been recognised within the international 
education community, in calls to increase programme 
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enrollments and build respect for the contribution study 
abroad can make toward American educational goals. 27 
Contemporary policy discourse began with a 
conference report by Dr. Stephen Freeman, Vice President 
of Middlebury College, who summarised the goals of the 
National Conference on Study Abroad Programs, held in 
Chicago in October 1960. 28 Freeman's report encouraged a 
strong nationwide commitment to academic quality in the 
development of study abroad. 29 In the 1970s, policy goals 
grew to include professional training and the development 
of high-quality on-campus academic advising services 
supporting study abroad. 3o By the late 1970s, under 
President Jimmy Carter, policy statements described a 
climate of "economic vulnerability," the "inability of 
U.S. corporations to be competitive" in the international 
marketplace, and "American ignorance of the world, 
leading to deteriorating manpower and management 
capaci ty. "31 The suggestion was that study abroad might 
address these educational shortcomings. By the late 
1980s, the theme of internationalising the curriculum for 
the national good was a recurrent message in many reports 
and publications from government agencies and educational 
organisations. 32 
'Globalisation' became the watchword of the 1990s, 
among educators and business people. Exchange 2000: 
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International Leadership for the Next Century3 stated 
that educational exchange offered a means for exerting 
international leadership and was "a proven and remarkably 
inexpensi ve policy instrument. ,,34 In 1990 Barbara Burn 
published The Contribution of International Exchange to 
the International Education of Americans: Projections for 
the Year 2000,35 calling for extensive encouragement for 
American students to participate in study abroad. 
Student participation should broaden, she argued, in 
gender and ethnic terms and in the range of disciplinary 
fields pursued abroad; programme growth should be 
targeted by funding agencies. In 1995 the American 
Council on Education published Educating Americans for a 
World in Flux: Ten Ground Rules for Internationalizing 
Higher Education,36 which recommended expanding study 
abroad opportunities. 
The past two decades have seen more than a dozen 
nationally published reports, all addressing the status, 
significance, and future of U.S. study abroad. These 
reports reflect a growing interest in international 
education in the United States and suggest that academics 
foresee an expansion of study abroad beyond traditional 
boundaries. 37 The reports often call for 
internationalisation of several aspects of higher 
education, addressing issues such as faculty and research 
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exchange, inbound student populations, and curricular 
globalisation. 
In this thesis, the term policy maker is used to 
refer to authors of one or more of these reports. 
Reports identified as policy statements in this thesis 
are publications analysing the status of international 
education generally, or study abroad specifically, with 
the goal of making recommendations about its future 
development. These reports were commissioned by either 
federal or state governmental agencies and/or by higher 
education or international education agencies with 
membership from across the entire American higher 
education community.36 
All these reports address, either directly or 
indirectly, the role and value of undergraduate study 
abroad as part of the overall effort to internationalise 
U.S. higher education. They call for increasing the 
number of students who participate in study abroad; they 
urge greater diversity in gender, race, and ethnicity 
among the student body; they encourage a broader range of 
topics to be studied overseas; and they urge that 
programme sponsors develop more diverse locations where 
students may go to study. These reports represent a 
wealth of material reflecting discourse on the subject of 
U.S. study abroad. 
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Two of these studies, in particular, reflect and 
summarise the many calls for change in U.S. undergraduate 
study abroad: Educating for Global Competence39 and A 
National Mandate for Education Abroad. 40 Sponsored by 
organisations whose memberships cover the higher 
education community -- international education exchange 
professionals, faculty, and institutional leaders -- as 
well as corporate and governmental agencies involved 
directly in policy planning, these two studies are 
central documents in the study of discourse about present 
and future policy in U.S. study abroad. 
Educating for Global Competence: The Report of the 
Advisory Council for International Educational Exchange 
was published in 1988 by the Council on International 
Educational Exchange (CIEE) .41 The CIEE membership 
represents educational leaders and policy makers in 
international education. Hence any report generated by 
CIEE is both reflective and formative, representing the 
predominant beliefs of leaders in U.S. study abroad 
programming and wielding influence in the academic 
community. 
The primary calls for development in the 1988 CIEE-
sponsored report were predicated on the need, so the 
report said, to "counter the serious flaws in the 
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preparation of American education for an interdependent 
world. ,,42 The report recommended: 
1. The number of college students who 
study abroad should be increased to at least 
10 percent of enrollment by 1995, with a 
schedule set for a further increase into the 
next century. 
2. Special efforts should be made to 
identify and encourage both students from 
under-represented academic and social groups 
and students with potential leadership 
ability, to incorporate study abroad in 
their academic programs, and to do so in a 
greater range of subject areas. 
3. Study abroad in developing 
countries and those outside the traditional 
Anglo-European settings should be a matter 
of high priority, with special attention to 
creating educational exchange programs in 
the Western Pacific Rim, as well as in the 
rest of Asia, the Middle East, Africa, Latin 
America and Eastern Europe. 
4. Responsibility for implementing 
increased internationalization should be 
vested at the highest institutional level. 43 
Similar objectives were expressed in A National 
Mandate for Education Abroad: Getting on with the Task, 
the 1990 report of the National Task Force on 
Undergraduate Education Abroad, published by the National 
Association for Foreign Student Affairs (now called 
NAFSA: Association of International Educators). NAFSA 
draws members from every U.S. state and sixty nations, 
primarily administrators and supporters of foreign study 
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programmes. 44 Thus the NAFSA membership also represents 
leaders and policy makers within the field of study 
abroad, and a NAFSA report both reflects and forms 
opinion in the field. 
The 1990 National Mandate proposed five major 
recommendations, designed to ~greatly enhance the 
contribution of overseas study abroad programs to the 
internationalization of the higher education experience 
of undergraduates. ,,45 The report summarised its 
recommendations: 
Expansion of Education Abroad. By the year 
2000, ten percent of American college and 
university students should have a 
significant educational experience abroad 
during their undergraduate years. Achieving 
this will require substantial growth in the 
number and type of opportunities provided 
and a more pervasive integration of 
education abroad into institutional 
strategies aimed at strengthening the 
international dimension in U.S. higher 
education. 
Increased Diversity. As number and 
opportunities are expanded we urge that 
greater diversity be a major goal for all 
aspects of education abroad: greater 
diversity in participating students, in 
foreign locations, and in types of programs. 
Curricular Connections. The study abroad 
experience must be integrated into regular 
degree programs in many different fields 
including professional schools. In some 
fields, study abroad should become a 
requirement, for example, for future foreign 
language teachers in elementary and 
secondary schools. 
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Major Inhibitors. A variety of factors 
inhibit expansion of numbers and diversity 
in undergraduate education abroad. Some are 
historical; others are tied to negative 
perceptions. We urge that all be vigorously 
addressed. They include: 
- Insufficient institutional commitment to 
international education. 
- Negative views of some faculty members. 
- Restrictive curricular requirements. 
- Foreign language deficiencies. 
- Inadequate study abroad support services 
on campuses and abroad. 
- Inadequate information about education 
abroad opportunities and their relative 
quality. 
- Financial regulations and shortfalls. 
Financial Options. While lack of money is 
not always the main obstacle to program 
development or student participation, 
expanded funding from both private and 
public sources will be essential if the 
academic community is to diversify the types 
of institutions, students, and experiences 
involved in study abroad in the years 
ahead. 46 
A review of the strategic reports published over these 
years shows that there are several governing ideas about 
u.S. study abroad. The documents consistently call for 
increased numbers of students going abroad; increased 
diversity of students and locations; increased numbers of 
professionally focused programmes; increased academic 
rigour; and increased financial aid. The reports echo 
one another not only in their recommendations but also in 
their analyses of the problems to be solved and the 
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circumstances that created those problems. They manifest 
common attitudes and assumptions about study abroad. 
All the reports begin with the opinion that far too 
few American students make use of study abroad options. 
They then all proceed to suggest that in order to 
increase participation: 
• Programmes should make an effort to attract a 
participant group more diverse in gender, race, and 
socioeconomic background, thus indicating study 
abroad must be shaped so as to attract other than 
wealthy white women. 
• High academic standards must guide future 
developments, implying that some believe this has 
not been the case in the past. 
• Programme development should move away from the 
liberal arts curriculum, instead organising new 
programmes in the sciences and professions, 
suggesting that professional preparation has not 
been significant to study abroad sponsors or 
participants in the past. 
• Access to financial aid should be increased as a 
strategy for diversifying the body of students 
going overseas, reflecting an attitude that study 
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abroad has often been an elitist activity for the 
wealthy. 
• New programmes should be established in locations 
beyond the traditional European settings, sometimes 
raising questions about motives for housing 
programmes in Western Europe. 
These reports reflect recognition that many outside 
the international education community are suspicious 
about the quality and worth of study abroad. An 
underlying assumption drives many of these 
recommendations: expanding the fields of study available 
abroad, broadening the purpose for study abroad to 
include professional training, and increasing financial 
support might not only increase overall participation but 
might also balance the gender representation of 
participants -- in short, might attract more male 
students into study abroad. 
This brief review of policy discourse suggests that 
a set of cliches may animate conceptions about study 
abroad as it has been practised to the present. An 
analysis of discourse about study abroad in the American 
academy can illuminate how this form of education is 
perceived and valued. Should these cliches reflect more 
deeply held beliefs about overseas education, this 
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analysis could further understanding about why policy 
goals have not met with support from the faculty and 
students who are being encouraged to consider study 
abroad. 
Conclusion 
Policy discourse suggests that study abroad 
programmes are: 
• perceived as attracting wealthy women to 
academically weak European programmes, 
• defined by the liberal arts, and 
• questioned for their lack of serious 
preparation for work and the professions. 
This thesis proposes to investigate these 
perceptions, to evaluate whether or not this discourse 
reflects beliefs by American faculty and students that 
devalue foreign education and contribute to its 
marginalisation. 
Michel Foucault's theory of the power of discourse 
to generate beliefs, composing an 'episteme,47 that 
controls perceptions about events, institutions, and 
individuals, offers a methodology with which to analyse 
the discourse of the academy, to evaluate if these 
cliches represent a set of beliefs which carry with them 
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the power to endow or withdraw validation of study 
abroad. 
Foucault's theory is explored in Chapter Two of 
this thesis. Foucault wants to know how beliefs are 
formed, whom they normalise, and whom they exclude. 
Foucault describes discourse in educational settings, 
where validated discourses are empowered and invalidated 
discourses are disenfranchised. 48 
For Foucault, the purpose of inquiry is to expose 
the foundations of power endowed through discourse, a 
process he labels 'archaeology.,49 His methodology 
permits the exploration of discourses that evaluate an 
event in a way that is different from the discourse of 
the group holding the dominating belief. The process 
facilitates the investigation of the discourse of groups 
disenfranchised by prevailing belief. It seeks to 
describe an alternative vision. Foucault labels this 
exploration 'genealogy.,5o His goal is to introduce, 
through changes in discourse, the possibility for 
transformation of beliefs. 51 
It is the purpose of this thesis to conduct such an 
inquiry into the discourse surrounding study abroad in 
American higher education. Each subsequent chapter of 
this thesis adapts Foucault's theory to a discourse 
analysis of study abroad and its marginalisation. 
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In the process of the research for this thesis, it 
became possible to seek further illumination of the 
discourse about study abroad through fieldwork,s2 which 
provided additional illustrations of the communication 
and practices to which to apply Foucault's concepts. 
Since this fieldwork is not the central source of 
evidence in the thesis, their descriptions appear in the 
endnotes at the first introduction into the thesis of 
each field project. This unusual placement of fieldwork 
description is done here to prevent disruption of the 
coherence of the Foucaultian analysis by subsidiary field 
study descriptions. For the same reason, descriptions of 
programmes or data collections which are representative 
of national study abroad activity are placed in the 
endnotes as well. 
Utilising Foucault's perspective as the framework 
for this research, Chapter Three adapts the concept of 
'archaeology' to test the possibility that cliches 
demeaning foreign education represent the existence of 
traditional beliefs about study abroad in the U.S. 
academic community. The work of this chapter is to 
contextualise the development of this set of conceptions 
in order to understand their normative power. It is 
suggested that traditional beliefs describing study 
abroad in the United States 'systematise,s3 to produce an 
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episteme about study abroad as academically weak and 
lacking functional worth, particularly with regard to 
professional preparation. 
Having investigated the possibility of a dominant 
devaluing discourse, Chapter Four turns to alternative 
definitions about study abroad, adapting Foucault's idea 
of 'genealogy' to an inquiry into the alternative beliefs 
voiced by the faculty, administrators, and students, in 
the majority female, who have supported study abroad from 
its origins after World War I to the present day. This 
chapter explores an alternative set of beliefs 
constituting study abroad as an academically challenging 
activity to be pursued for purposes of professional 
development. 
Framed by the findings of this thesis, Chapter Five 
adapts Foucault's concept of transformation to conclude 
this thesis with an evaluation of the formation and 
dissemination of policy discourses. 
To proceed with this inquiry, the framework and 
guidance offered by Michel Foucault should be reviewed, 
which is the task of Chapter Two. 
31 
Endnotes, Chapter One 
1. Michel Foucault describes statements in discourse, which form to 
produce a dominating vision about a particular activity or event. 
See Michel Foucault, The Archaeology of Knowledge, trans. by A. M. 
Sheridan Smith (New York: Pantheon Books, 1972), 117. These 
statements are called 'traditional beliefs' in this thesis. Chapter 
Two will describe Foucault's theory and how it is adapted for this 
study. 
2. Foucault describes beliefs, generated through discursive 
practices, which form into a dominating vision, or 'episteme,' that 
defines for a community what is accepted as worthwhile and what is 
marginalised as worthless. See Foucault, Archaeology, 121, 125, 138. 
3. 'Discourse' includes communication and the social practices that 
are produced and sustained by it. See Foucault, Archaeology, 202-
206. Alternative discourses are those obscured by the power of the 
episteme. For example, see Foucault, Archaeology, 216. 
4. A National Mandate for Education Abroad: Getting on with the Task, 
Report of the National Task Force on Undergraduate Education Abroad 
(Washington: NAFSA: Association for International Educators, May 
1990), 1. 
5. Alice Chandler, Paying the Bill for International Education: 
Programs, Partners, and Possibilities at the Millennium (NAFSA 
Newsletter, May/June 1999, 21), a report funded by the Test of 
English as a Foreign Language (TOEFL) and discussed by Dr. Chandler 
with representatives of the United States Information Agency (USIA). 
6. Richard W. Riley, "The Growing Importance of International 
Education," speech presented at La Maison Francaise, Washington, 
D.C., 19 April 2000, reported at URL http://www.ed.gov/Speeches/04-
2000/00419.html 
7. National Center for Educational Statistics, Digest of Education 
Statistics, 1998 (Washington: U.S. Department of Education, 2000); 
Paul Desruisseaux, "15% Rise in American Students Abroad Shows 
Popularity of Non-European Destinations," Chronicle of Higher 
Education, 10 December 1999, A60. Desruisseaux's article confirms 
that, despite excitement about increasing enrollments, there is no 
accurate data yet available to confirm that study abroad enrollments 
have substantially increased as a percentage of U.S. higher education 
enrollments. This article notes the availability of data to use for 
comparison only through 1995-96. This thesis will utilise data 
describing foreign student enrollments and U.S. study abroad 
enrollments reported for the year 1995-96 because this is the most 
recent year for which the National Center for Educational statistics 
has compiled complete U.s. enrollment data. Therefore, this is the 
most recent year for which accurate information about the percentages 
of foreign and U.s. students participating in study abroad activities 
can be evaluated as well. Data from this year are used elsewhere in 
this thesis, whenever an analysis of study abroad activities compared 
to United States education activities is required. 
32 
8. Todd Davis, ed., Open Doors 1996/97: Report On International 
Educational Exchange (New York: Institute of International Education, 
1997), 2, 135. This issue of Open Doors reports the data describing 
u.s. study abroad participating for the year 1995-96. Foreign 
student data for 1995-96 are reported in Todd Davis, ed., Open Doors 
1995/96: Report on International Exchange (New York: Institute of 
International Education, 1996). 
9. A National Mandate, 4. 
10. Gary Rhodes, "Exploring the Framework for Entrepreneurial Growth 
in Study Abroad," in Davis, Open Doors 1996/97, 156. 
11. Calculated based on data in Davis, Open Doors 1996/97, 136, 2. 
Secretary Riley, in his speech on 19 April 2000, reported that 
114,000 students studied abroad in the previous year. Using this 
figure as a percentage of the last confirmed enrollment figures in 
U.S. higher education institutions (National Center for Educational 
Statistics, see endnote 7), it still represents only 1.7% of the 
total enrollment in four-year institutions(6,636,443 students). Ibid. 
12. Desruisseaux, "15% Rise"; National Center for Educational 
Statistics, Digest, 1998. 
13. Allan Goodman, "Opening Doors and Opening Minds: Why Both Are 
Needed for the 21~ Century," speech at USIA/ETS Conference on 
International Education, September 1998 (NAFSA Newsletter, 
January/February 1999, 27). 
14. Davis, Open Doors 1995/96, vii. 
15. Ibid., v-vi, 102-103, 113-116. 
16. Ibid., 1. 
17. Davis, Open Doors 1996/97, 136. 
18. Ibid., 153. 
19. Calculated based on data in Davis, Open Doors 1996/97, 2. 
20. Davis, Open Doors 1995/96, 105, 115-116. 
21. Davis, Open Doors 1996/97, 135, 145, 146, 153. 
22. Council on International Educational Exchange, Annual Report 94-
95 (New York: CIEE, 1995). 
23. Sara J. Steen, ed., Academic Year Abroad 1997-98 (New York: 
Institute of International Education, 1996), vii. 
24. Sara J. Steen, ed., Academic Year Abroad 1992-93 (New York: 
Institute of International Education, 1993), viii. 
25. Beatrice Beach Szekely and Maria Krane, "The Current Demographics 
of Education Abroad," in William Hoffa, John Pearson, and Marvin 
Slind, NAFSA's Guide to Education Abroad for Advisers and 
33 
Administrators, 2nd ed. (Washington: NAFSA: Association for Foreign 
Student Affairs, 1997), 150. 
26. In most cases, students enroll in programmes designed in concert 
between u.s. institutions or agencies and the host institutions, 
resulting in a combination of learning experiences, some indigenous 
and some designed for visitors. Some American students enroll in 
'island' programmes run solely by an American sponsoring institution 
without any cooperative arrangement with a foreign institution. 
Finally, some u.S. students elect courses at foreign institutions, in 
which case U.S. institutions scrutinise them carefully to assure that 
they fulfill U.S. academic expectations. Whether pursued for one 
week, one month, or one full academic year, foreign study is expected 
to dovetail smoothly with the programme of study at home. Supporting 
faculty oversee the choices made, so they can assure the student 
returning to the United States full academic credit toward the 
baccalaureate degree (Davis, Open Doors 1996/97, 135, 145; Szekely 
and Krane, "The Current Demographics," 150-159). 
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Best Colleges [Washington: U.s. News and World Report, 1999], 36, 
41), that others in the academic community shared my sense of the 
high quality of students choosing to study abroad and the programmes 
in which they were enrolling. 
I soon learned otherwise, however. In 1988-89 I participated 
in the Coalition for the Advancement of Foreign Languages and 
International Studies (CAFLIS), a federally funded national committee 
dedicated to expanding the role of international education in all its 
components at all levels of American education. Established in 1987 
as a two-year project, CAFLIS drew together representatives from 165 
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language and exchange groups, to examine international education "and 
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the rest of the world in this and the next century," in the words of 
Frances Haley, Chair of the CAFLIS Working Group on State and Local 
Initiatives (Frances Haley, "Reforming Education for the 
International Century," New York: Coalition for the Advancement of 
Foreign Languages and International Studies, 1989). 
Throughout the CAFLIS committee meetings, I heard repeated 
evidence of negative and contradictory views from the higher 
education community toward study abroad. Study abroad, many implied, 
is or should be for the academic or institutional elite -- yet U.s. 
study abroad was described as an academically weak activity pursued 
by women who were most interested in it for leisurely cultural 
acquisition at best and a great shopping trip at worst. Many 
participants appeared to believe that international education was 
frivolous, unmonitored, and lacking in academic rigor and purpose. I 
heard the statement that study abroad programmes should do something 
to train students to help function professionally and competitively 
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in the modern world (thus implying that they were not already). Even 
leading members of the international education community who served 
on the committee spoke in a highly critical way about study abroad 
and its place and value within the American educational system. 
Faculty, committee members said, should develop more serious academic 
goals for their students. study abroad, they insisted, needed to 
change in order to make a functional contribution to students' 
education, rather than simply offering a cultural experience. 
Sensitised, I began to recognise that even some of my own 
colleagues at the University of Virginia held such doubts. They too 
seemed unsure that study abroad represented an academically rigorous 
education. They too doubted that study abroad could provide students 
with an educational experience likely to contribute to their 
professional development. They seemed to believe that their home 
campus curriculum provided a much better education than anything a 
student could get abroad. I was shocked, as recently as the 
beginning of the 1999-2000 academic year, to hear the same sentiment 
expressed by a former University of Virginia colleague, despite 
almost one-quarter century of successful academic study abroad 
pursuits now in place at that university. I have heard such 
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Study abroad, many seemed to believe, was still the old 'Grand 
Tour' experience, a leisurely trip for the purpose of absorbing 
culture, enjoyed by the wealthiest of students, primarily women. 
Some departments refused (and, for that matter, still do refuse) to 
accept credit from a study abroad experience toward a student's 
major. The implicit message was that a serious, bonafide education 
was available only in the United States. Those who chose to 
participate in or support study abroad seemed to be marginalised 
within the U.S. higher education community. 
These realisations shocked me, since the opinions did match the 
evidence I had before me of strong students engaged in challenging, 
valuable work abroad. I began to question how study abroad was 
indeed viewed within the larger American higher education community. 
Further, I began to ask how those views corresponded to the actual 
experience of students and their sponsors. The disparity between 
prevailing attitudes and my own experience has driven the work of 
this thesis, as I tested the hypothesis that opinions about study 
abroad have influenced the implementation and success of policies 
about study abroad in the higher education community. 
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Chapter Two 
A Conceptual Framework for an Analysis of Discourse and 
Belief about Study Abroad 
This chapter will set out Michel Foucault's basic 
conceptions and their utility for this thesis. 
Foucault's theory of discourse and power permit an 
exploration of how 'traditional beliefs' are generated 
and sustained; what and whom they normalise or exclude, 
thereby endowing power; and how they are transformed. 
As indicated, the central task of this thesis is to 
explore whether there exists -- as suggested in the 
previous chapter through personal experience and a review 
of the cliches appearing in policy discourse -- a 
constellation of traditional beliefs composing an 
episteme held by the U.S. higher education community 
which defines study abroad as academically weak and 
without significant functional purpose. Such an episteme 
would empower those who are suspicious of study abroad; 
render policy recommendations ineffective; and dismiss 
alternative discourses, which constitute study abroad as 
rigorous and useful. 
To understand how Foucault's theory can be adapted 
for the investigative work of this thesis, this chapter 
will examine Foucault's concept of 'the episteme' and the 
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series of statements that form together in discourse to 
create it. In this thesis, these statements are labeled 
'traditional beliefs.' This chapter will explore the 
fields of discourse in which this formation is generated, 
as well as Foucault's view that the purpose of historical 
inquiry is to uncover foundations of belief, thereby 
contributing to the potential for epistemic mutation and 
redistribution of power. 
Part One. The Power of Discourse 
For Foucault, discourse produces an episteme, or 
over-arching belief, which exerts power and can be 
evaluated through a process he terms 'archaeological 
inquiry.' This perspective of the episteme and its 
exploration through archaeological inquiry can facilitate 
examination of beliefs within the American academy about 
study abroad. 
Discourse 
In Death and Labyrinth: The World of Raymond 
Roussel, Foucault describes discourse as a creative force 
in the community, constituting what is believed: 
. we live in a world in which things 
have been said. We live in a world 
completely marked by, all laced with, 
discourse, that is to say, utterances which 
have been spoken, of things said, of 
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affirmations, interrogations, of discourses 
which have already occurred. To that 
extent, the historical world in which we 
live cannot be dissociated from all the 
elements of discourse which have inhabited 
this world and continue to live in it as the 
economic process, the demographic, etcetera, 
etcetera. Thus spoken language, as a 
language that is already present, in one way 
or another determines what can be said 
afterward either independent of or with the 
general framework of language. 1 
Discourse, as Foucault conceives it, is a group of 
statements 'systematised,' or 'rationalised, ,2 by use 
into what Foucault calls 'discursive formation.' In The 
Archaeology of Knowledge he explains: 
We shall call discourse a group of 
statements in so far as they belong to the 
same discursive formation; it does not form 
a rhetorical or formal unity . . . it is 
made up of a limited number of statements 
for which a group of conditions of existence 
can be defined ... it is, from beginning to 
end, historical -- a fragment of history, a 
unity and discontinuity in history itself. 3 
Discursive formation has internal coherence or 
unity,4 which produces conceptions, accepted as 'truth,' 
defining what is right or wrong, good or bad, one thing 
versus another. It is powerful, establishing what can be 
believed and what cannot, what is normal and what is not, 
what behaviours are accepted and expected and what 
behaviours are deviant. This formation includes the 
social practices that are produced and sustained by 
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discourse. 5 Analysis of discourse "tries to define not 
the thoughts, representations, images, themes, 
preoccupations that are concealed or revealed in 
discourses; but those discourses themselves, those 
discourses as practices obeying certain rules."6 
The power of discourse is not exerted from above but 
exercised by all who participate in discursive 
formations: "these tactics were invented and organised 
from the starting points of local conditions and 
particular needs."7 This discursive power defines what 
is worthy of circulation in the culture,S although "When 
Foucault uses the term 'power,' he does not mean ethnic, 
social, or religious domination, or economic 
exploitation. "9 He recognises that there are "group-
affiliated" dominations, but for him, the real essence of 
power as it is exercised through discourse is different. 
Power "applies itself to immediate everyday life which 
categorizes the individual, marks him by his own 
individuality, attaches him to his own identity, imposes 
a law of truth on him which he must recognize and which 
others have to recognise in him. It is a form of power 
which makes individuals subjects."lO 
Foucault conceives of discourse as a powerful, self-
sustaining process. Discourse consists of a series of 
statements, through language and practice, which interact 
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through discursive formation. This discursive formation 
by a community constructs for itself beliefs or 'truths' 
which define, normalise, and marginalise; it permits 
exploration of empowerment and exclusion in any group. 
In this thesis, the term 'traditional belief' is 
used to describe that "group of statements" belonging to 
the same discursive formation. These traditional beliefs 
are statements for which "conditions of existence" can be 
defined. 11 They are bound historically, and the 
conditions that produced them and empowered them all to 
be believed as "truths" can be explored. 
This thesis argues that with the development of 
modern study abroad in the United States, a set of 
statements, or traditional beliefs, emerged that 
diminished the worth of foreign education. These 
beliefs, suggested by cliches described in the discourse 
about study abroad, can be explored historically. Their 
formation into a powerful definition of study abroad 
emerges from the "local conditions and particular needs" 
of the time. 12 This kind of powerful definition, 
generated through discourse formation to determine what 
is worthy and unworthy, is what Foucault labels an 
'episteme.' 
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Episteme 
Foucault calls this powerful concept -- the episteme 
(episteme) "a set of relations capable, in a given 
period, of uniting discursive practices giving rise to 
epistemological figures. ,,13 "The episteme is not a form 
of knowledge (connaissance) or type of rationality which 
. manifests the sovereign unity of a subject, a 
spirit, or a period; it is the totality of relations that 
can be discovered, for a given period.,,14 
Because of the power of discourse, an episteme is 
constructed through the discursive process. The basic 
unit of analysis is the statement (enonce). A discursive 
formation is a group of statements. 1S A statement becomes 
a discursive practice which systematises accidental and 
unintentional multiple discourse strands16 into a related 
discursive formation, its components gaining acceptance 
as truth and emerging as an episteme: 
When in the operation of a discursive 
formation, a group of statements is 
articulated, claims to validate (even 
unsuccessfully) norms of verification and 
coherence, and when it exercises a dominant 
function (as a model, a critique, or a 
verification) over knowledge, we will say 
that the discursive formation crosses a 
threshold of epistemologization. 17 
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In The Order of Things, Foucault argues an episteme 
~in a given period, delimits in the totality of 
experience a field of knowledge, defines the mode of 
being of the objects that appear in that field, provides 
man's everyday perception with theoretical powers, and 
defines the conditions in which he can sustain a 
discourse about things that is recognized to be true. u1S 
An episteme, composed through discursive formation,19 is 
the 'fundamental code' of a community, framing that 
community's reality.2o 
In Discipline and Punish, Foucault posits that this 
formation of discourse produces power which rewards that 
which is defined as positive in the vision of reality it 
generates: ~In fact, power produces; it produces reality; 
it produces domains of obj ects and rituals of truth. u21 
An episteme exerts power because it constrains, 
controls, and sustains how a concept is understood and 
what is accepted or allowed regarding it. 22 Once 
fabricated, the episteme is self-sustaining, even in the 
face of contraindications. 23 Ideas that exist outside of 
or in contrast to what is believed lie beyond the pale of 
approval or sometimes even perception. 
Power accrues to discourse that fits within the 
scope of the episteme -- the discourse animated by, 
reflecting, and sustaining the episteme. 24 Positive power 
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enables and allows, solving problems through its 
conception and serving the needs of those encompassed by 
its definition. 25 Negative power is "power that says 
power that establishes and enforces what cannot 
be done. 
For Foucault, the power of the episteme 
'normalizes. ,27 That which is not normal is the aberrant, 
unusual, or bad. Power accrues to those defined as 
normal, and those defined as abnormal are, by definition, 
marginalised and not powerful. Abnormality conveys 
aberration and therefore disability and powerlessness. 28 
The episteme is power and, as such, sustains a vision and 
is insulated from change. 
In sum, an episteme is that over-arching belief 
produced as a result of a series of statements within 
discourse which coalesce together as a group of related 
ideas. These ideas mutually reinforce one another in 
their vision of what is good and bad, right and wrong. 
This formation creates a consistent and dominant 
perception. As Foucault says, when these statements 
(again, in this thesis, labeled 'traditional beliefs') 
form with a common theme to become a "dominant" vision, 
they cross the "threshold of epistemologisation" and 
together form a definition which gains acceptance as a 
powerful "truth." 
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This truth is authoritative. It can validate or 
exclude. Once established, the episteme is held at an 
essentially unconscious level and is the ground of vision 
and understanding. Foucault calls the episteme "a 
basement [sous-solJ of thought, a mental infrastructure 
underlying all strands of the knowledge (on man) at a 
given age, a conceptual 'grid' . . . that amounts to an 
'historical a priori. ,"29 The episteme grounds knowledge, 
allows certain kinds of knowledge to assume validity and 
acceptance, and renders invalid that which is not 
normalised by this grounding. 3o 
This thesis argues that through discursive 
formation, the statements within the discourse of the 
academy -- the traditional beliefs -- about study abroad, 
produced an over-arching episteme that defines foreign 
education as academically weak and without significant 
functional purpose, especially with regard to 
professional training. These statements interact with 
one another to become the dominant vision within the 
academic community about the nature and worth of study 
abroad. Because the episteme defines study abroad 
negatively, it has the power to marginalise it. 31 
To explore the historical conditions in which these 
statements, or traditional beliefs, about study abroad 
formed into a coherent discourse that produced the 
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devaluing episteme, this thesis will turn to the arena 
where study abroad is a topic of discussion: the 
discourse of the American academy. 
Part Two. Sources of Discourse: Disciplinary Groups and 
Social Institutions 
This power of discourse to form an episteme defining 
study abroad emerges through the discourse of the academy 
and its member groups, as Chapter Three will describe. 
Discourse is not an individual experience; groups 
develop discourse. For Foucault, the language which 
groups share organises a social reality with extensive 
power to determine the distribution, circulation, and 
validation of certain discourses. 32 
Social groups, such as members of academic 
institutions, as well as sub-groups composed of members 
of the same discipline within the academy, define their 
boundaries and identities through their discourses: "the 
subj ect emerges from wi thin discourse. ,,33 Their 
discourses, like all others, are systematised: 
"Archaeology tries to define not the thoughts, 
representations, images, themes, preoccupations that are 
concealed or revealed in discourses; but those discourses 
themselves, those discourses as practices obeying certain 
rules. ,,34 And, just as with all other forms of discourse, 
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circumstances unique to a given time produce a group's 
'technical' discourse, which defines the rules of 
practice shared by that group. "The power of the Norm 
appears through the disciplines," writes Foucault. 35 
Technical discourse, produced by experts in a field, has 
extensive power to define. 36 
There is a 'politics of discourse' that demands 
"that the representatives of these emerging disciplines 
speak their expertise, their 'science,' and galvanise for 
themselves an authoritative place."37 "The politics of 
discourse examines discourse to determine what political 
interest it serves, how it participates in the politics 
of truth, what the speaker's benefit is, who speaks on 
behalf of whom and what particular subject positions 
emerge from it. ,,38 
It is this process which gives rise to the power of 
the disciplines within academia. Foucault claims 
educational systems validate specific discourses because 
such validation "is a political means of maintaining or 
of modifying the appropriation of discourse, with the 
knowledge and the power it carries with it."39 Foucault 
describes disciplinary power like a machine working with 
all its parts, with no individual or group in charge: 
"although it is true that its pyramidal organization 
gives it a 'head,' it is the apparatus as a whole that 
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produces 'power' and distributes individuals in this 
permanent and continuous field."4o This power endows 
participants in this discursive community of specialists 
with its beliefs about its members, its activities, and 
its worth. 41 
As with any group of specialists, educators and 
educational institutions evolve a technical discourse, 
made up of language and definitions that describe the 
activities and traits of their field. When the discourse 
constitutes some activities as good or important (like 
professional training for men42 ) and some as less 
important (like liberal arts education for women43 ), then 
academic activities (like study abroad) that are attached 
to any of these definitions will be valued accordingly. 
The use of Foucault's concept of technical discourse 
will, in this thesis, refer not to the discourse of a 
specific academic discipline but rather to the discourse 
of international educators and their colleagues in the 
academy, examining their discursive formations of 
verification and abnormalisation that validate domestic 
education as the norm and foreign education as the 
deviant. 'Domestic education' is used in this thesis to 
describe education conducted within the boundaries of the 
United States at accredited U.S. institutions of higher 
education. 
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As social institutions, colleges and universities 
also exert specific and serious self-defining effects on 
their constituencies. 44 Foucault describes the 'will to 
truth' -- a will that relies on institutional support and 
emerges from the context in which some statements are 
taken to be true and others false. Foucault says this 
will to truth "is both reinforced and accompanied by 
whole strata of practices . But it is probably even 
more profoundly accompanied by the manner in which 
knowledge is employed in a society, the way in which it 
is exploited, divided and in some ways, attributed."45 
Social institutions themselves are defined through the 
discourse of their constituents, which include 
disciplinary groups.46 
Foucault's concept that the discourse of an academic 
group forms its truths provides insight into how a belief 
about an educational phenomenon can evolve and be 
sustained. His conception of the university as a 
discursive community, generating, reinforcing, and 
commanding adherence to normalised philosophies, equally 
contributes to this understanding. Together these 
concepts encompass the fields of discourse in which to 
explore the original formation and continuing sustenance 
of traditional beliefs about study abroad. 
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Having identified the fields of discourse toward 
which this study's inquiry can be directed, the next step 
is to understand Foucault's methods for analysing 
epistemic power and how they might be adapted to the 
investigative work of this thesis. 
Part Three. The Methods of Inquiry: Archaeology and 
Genealogy 
Foucault uses the term 'archaeology' to describe the 
process for understanding how a powerful episteme can 
develop and sustain its authority. Achieving this 
understanding is Foucault's reason for inquiry. ~The 
role for theory today seems to me to be just this," he 
writes, ~not to formulate the global systematic theory 
which holds everything in place, but to analyse the 
specificity of mechanisms of power, "47 those mechanisms 
being discursive formations leading to an episteme: 48 
What I am trying to bring to light is the 
epistemological field, the episteme in which 
knowledge . . . grounds its positivity and 
thereby manifests a history which is not that 
of its growing perfection, but rather that of 
its conditions of possibility . Such an 
enterprise is not so much a history, in the 
traditional meaning of that word, as an 
'archaeology.,49 
Foucault's own inquiry is into the fundamental 
epistemes of Western civilization, identifying 
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transcendental, existential, structural, and post-
structural stages. 50 Foucault describes the episteme not 
as a general developmental stage of reason but instead "a 
complex relationship of successive displacements. ,,51 This 
idea is particularly reflected in his later works where, 
according to critic Philip Barker, Foucault retreated 
somewhat from the idea of an episteme as a single 
foundation of an age, moving instead to a somewhat more 
flexible idea of an episteme as a methodological tool "to 
define the conditions under which a particular discursive 
formation takes its specific form. ,,52 (Other critics have 
noted as well how Foucault's thought evolves throughout 
his thirty-year writing career. 53) 
The episteme is regarded by most members of the 
community as true. 54 In contrast, Foucault seeks to know 
"how men govern (themselves and others) by the production 
of truth," clarifying that "by production of truth I mean 
not the production of true utterances, but the 
establishment of domains in which the practice of true 
and false can be made at once ordered and pertinent.,,55 
In The Archaeology of Knowledge, Foucault describes 
his method of historical inquiry as a 'diagnosis,56 of how 
a culture establishes for itself a set of truths. 57 His 
method is the analysis of statements through discourse 
formation, which proceeds by understanding exteriority 
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and "holds that we are not to burrow to the hidden core 
of discourse, to the heart of the thought or meaning 
manifested in it"; instead, taking the discourse itself, 
its appearance and its regularity, we should look "for 
its external conditions of existence, for that which 
gives rise to the chance series of these events and fixes 
its limits."58 The conditions giving rise to discursive 
practices and beliefs are found in the historical 
context, which Foucault labels 'field of discourse.,59 
Through the process of revealing these practices and 
beliefs, discursive formation is uncovered. 6o 
"Archaeological analysis individualizes and describes 
discursi ve formations. "61 
Foucault introduces a companion concept to 
archaeology, the idea of 'genealogy,' a process which 
helps explore ignored or excluded discourses: "Let us 
give the term 'genealogy' to the union of erudite 
knowledge and local memories which allows us to establish 
a historical knowledge of struggles and to make use of 
this knowledge tactically today. "62 Foucault's conception 
of genealogical methodology complements his conception of 
the archaeological: beliefs arise out of human discourse 
and practice and are not transcendental. For the 
historian, recognising this facilitates the increased 
possibility that he or she might step away from his own 
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beliefs to examine a discursive event in its own context. 
This vision helps the historian shift from the 
traditional historiographical conception that events are 
explained by an examination of historical precedent or 
transcendental referent. Instead it allows, as much as 
is possible, voices to be heard in the context of their 
own values and beliefs.~ 
The genealogy of knowledge includes two separate 
bodies of knowledge: the dissenting beliefs and 
conceptions that did not become widely recognised or 
validated, and the 'local beliefs' of participants in an 
event whose voice and knowledge is obscured, going 
unrespected and unrecognised. Genealogy explores what is 
hidden by the normalisation that occurs within the 
knowledge and belief system of the empowered discourse. 64 
The purpose for genealogical inquiry is to expose 
marginalised or disenfranchised discourses. 65 
The end result of inquiry is to 'unveil' the 
foundations of belief, by understanding how they arise 
and what vision and whose interests they sustain. 66 
Discourse analysis does not reveal history as a referent 
but as a discursive process, 67 explaining the emergence of 
present perceptions. To study this discursive formation 
and the factors that produce it is to explain how and why 
values and beliefs attach to an activity and both define 
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and confine it. This is the diagnostic work of an 
archaeological inquiry. 
Foucault's concept of archaeology will guide the 
work of this thesis. This inquiry will adapt Foucault's 
concept of archaeology as historical diagnosis to examine 
the fields of discourse in which traditional beliefs in 
the United States formed to produce a powerful episteme 
that defined and continues to sustain a vision of study 
abroad as academically and functionally insignificant. 
In this thesis, Foucault's concept of the episteme 
as a methodological tool is adapted not to the analysis 
of the over-arching belief of an historical epoch but 
instead to an analysis of the dominant belief reflected 
in a specific discursive formation in a specific 
community: the formation of statements, or traditional 
beliefs, about study abroad into a d~finition of this 
educational practice in the American academy. 
Foucault's description of normalisation and 
marginalisation, endowed through the episteme, 
facilitates analysis of the role study abroad plays 
within the academy. It also permits an investigation of 
the impact of predominantly female enrollment on the 
traditional beliefs that emerged about foreign study.68 
The idea of genealogical investigation, exploring 
discourses obscured by the episteme, suggests reasons for 
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examining alternative discourses and the epistemic 
conceptions of those disenfranchised. In this thesis, 
that concept is applied to a study of the discourses of 
faculty, administrators, and students who have been 
advocates for study abroad. 
Finally, for Foucault, these methods of inquiry have 
a purpose. They do not constitute an act of historical 
inquiry conducted only to understand a past. Instead, 
the historical exploration they allow is itself a 'call 
to action' in the present. In this thesis, the body of 
knowledge derived through an adaptation of Foucault's 
methodologies for inquiry will be utilised to evaluate 
the 'calls to action' about study abroad -- namely, the 
policy discourses calling for study abroad to grow and 
change. 
Part Four. Transformation 
Foucault argues that change is inherent in the 
concept of archaeology.69 The diagnostic methods of 
archaeology, through the examination of the fields of 
discourse, should uncover the foundations of epistemic 
development. 70 And, following the concept of genealogy, 
illuminating alternative discourses introduces new 
discursive components within the community -- which is, 
for Foucault, the purpose of inquiry. 
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As statements emerge in a discursive community, the 
potential for transformation also emerges: "What counts 
in the things said by men is not so much what they may 
have thought or the extent to which these things 
represent their thoughts, as that which systematises them 
from the outset, thus making them thereafter endlessly 
accessible to new discourses and open to the task of 
transforming them. fl71 Sources for new discourse, when 
they are identifiable, can include the discourse of 
research and writing within a discipline and the 
emergence of alternative discourses. 72 
Thus for Foucault, the very point of research is 
change, although he does not fully explain how such 
change occurs. Indeed, Merquior suggests that in The 
Order of Things, Foucault deliberately omits mention of 
the causes of epistemic change. 73 But elsewhere, in 
various works and at various times in his career, he 
provides hints, indications, and occasional guidelines as 
to the possibility and even the mechanisms of how belief 
might change. 74 He argues that through inquiry, 
contextualising and exposing how traditional discursive 
power has formed and functioned, new threads of discourse 
may empower a new vision and new groups.75 
Foucault's goal is to change the present by 
transforming the way human beings think about and act 
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upon themselves and others. 76 The researcher does have a 
role to play in change. 77 Foucault argues that the 
inquirer's critical purpose is to "to show that things 
are not as self-evident as once believed, to see that 
what is accepted as self-evident will no longer be 
accepted as such. ,,78 
In Foucault's vision, the researcher may change not 
just how things are understood but how people act as 
well, representing a change in power. He (or she) who is 
affirmed by definition is endowed with power. If new 
visions emerge, new groups are empowered. Those best 
suited to help expose the roots of traditional beliefs, 
thereby challenging their validity and contributing the 
emergence of new beliefs, are members of the group or 
discipline in question, who are positioned to articulate 
the group's issues. 79 At the' same time, the power of the 
episteme defines for all members their conceptions of 
themselves. 8o The inquirer, too, can be constrained by 
the power of the episteme. 81 
Foucault grants that individuals do not knowingly 
hold beliefs that constrain their vision. At the same 
time, he is not suggesting that investigation is 
impossible. 82 In The Archaeology of Knowledge, Foucault 
says the episteme of an age does not fully control every 
person within that age. 83 Those who exist at the margins 
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-- those whose practices and beliefs are contrary to the 
dominant vision -- hold an alternate view. They are 
capable of escaping the bounds of the episteme 
sufficiently to enable them to conduct effective inquiry. 
For Foucault, the central questions in an effective 
inquiry are these: who has power, and how can new groups 
and visions emerge to acquire it? "Traditional belief 
stabilizes prejudice; unveiling that belief empowers. ,,84 
As the discursive components that have constituted 
traditional belief change, epistemic mutation is 
possible. There is no guarantee what the new epistemic 
form will be, but for Foucault, the potential exists that 
those who were marginalised by the now-exposed episteme 
may be empowered by the new one. 
In Foucault's vision, the purpose of historical 
research is to uncover the foundations of knowledge that 
produce an episteme and therefore exert power. Inquiry 
should challenge the existing vision. This perspective 
guides this thesis, including its analysis of 
contemporary policy discourse. 
Within the higher education community, study abroad 
policy makers advocate change. Yet, as suggested in 
Chapter One, their discourse reflects negative beliefs 
about the quality and function of study abroad that may 
militate against that change. The work of this thesis is 
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to inquire into the fields of discourse from which these 
cliches emanate, to determine if they exist as 
traditional beliefs, and to explore the foundations of 
each of the traditional beliefs, to analyse how they form 
to produce an episteme devaluing foreign education. 
Foucault's methodologies are adapted to contextualise the 
discourse fields from which these traditional beliefs 
emerged, thereby uncovering how the episteme they produce 
empowers and disenfranchises. This thesis will explore 
the fields of discourse of those excluded by the 
episteme, to identify their beliefs. By exposing the 
underpinnings of the episteme and the discourses it 
excludes, this inquiry provides a framework for re-
evaluating study abroad policy discourse and its 
reception within higher education. 
Conclusion: The Relevance of Foucault's Ideas to this 
Thesis 
The work of Foucault assists in this thesis by 
guiding the conceptual framework adapted for this 
inquiry. It helps to understand how traditional beliefs 
about study abroad have emerged, empowering an episteme 
which has marginalised it; to illuminate alternative 
discourses about this educational practice; and to 
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analyse the role policy plays in the sustenance or 
transformation of the episteme. 85 
For Foucault, universities and the intellectuals 
within them all contribute to this process of accepting, 
affirming, and transmitting societal "truths. ,,86 Higher 
education institutions are part of epistemic construction 
and maintenance, not separate from it. 
In The Archaeology of Knowledge, Foucault says 
discourses accepted as valid within the educational 
system maintain power and exclude alternative 
discourses. 87 Foucault sees the university as "an 
institution of totalization of intellectuals": the very 
inquiry conducted by intellectuals often reinforces the 
beliefs that constitute their social system. 88 Beliefs 
that are established in any system, including an 
educational system, in effect become agents of social 
power, defining what is strong or weak, valuing various 
academic activities, and upholding the status quO. 89 
This thesis will adapt Foucault's concept of the 
episteme to explore the definition of study abroad that 
has emerged through the academy to control and constrain 
the valuation of overseas education in the higher 
education community. For Foucault, the episteme is 
produced when a series of statements coalesce into a 
related formation, each reinforcing and supporting the 
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other, and establish a powerful definition or belief 
which grounds understanding and perception. In this 
thesis, those statements are called 'traditional beliefs' 
and represent a constellation of related ideas that 
support one another in their devaluation of study abroad. 
Taken together, these statements become the grounds for 
understanding and evaluating foreign education. Together 
they cross the "threshold of epistemologizationH90 to 
become the dominant belief in the academy about study 
abroad. 
Foucault's conception guides the inquiry in the 
subsequent chapters of this thesis as follows: 
1. Foucault's concept of archaeological inquiry and 
his theory of the power of discourse, manifest in 
statements that are rationalised through a 
process of discourse formation to produce an 
episteme, are adapted in this thesis to identify 
the traditional beliefs which compound to create 
an episteme which marginalises study abroad in 
American higher education, constituting it as 
academically weak and without functional goals 
relevant to the purposes for higher education. 
This investigation leads, in Chapter Three of 
this thesis, to: 
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a. An analysis of contemporary discourse in the 
higher education community to explore the 
possible existence of these statements, or 
traditional beliefs. 
b. An analysis of the fields of discourse which 
produced these traditional beliefs, 
contextual ising the development of each of 
these beliefs and identifying them as a 
related and mutually reinforcing set of 
statements which together form the episteme 
that defines and devalues study abroad. 
2. Foucault's concept of genealogical inquiry and of 
the power of the episteme to normalise and 
marginalise, thereby rendering powerless and 
excluded the alternative discourses, is adapted 
in this thesis. 
This guides the work of Chapter Four through: 
a. An analysis of the discourse of motivations 
and expectations articulated by the faculty 
and administrative sponsors of study abroad 
programmes. 
b. An analysis of the discourse of motivations 
and expectations articulated by participants 
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in study abroad programmes, particularly the 
female majority constituency. 
3. Foucault's vision of historiography is the main 
perspective for the inquiry of this thesis. For 
Foucault, the purpose of inquiry is to uncover 
the foundations of belief, exposing the 
discursive formations which have produced an 
episteme and empowered those normalised by it. 
This historical diagnosis -- to use Foucault's 
term -- carries with it the consequence of new 
discourse and therefore the possibility for the 
development of new patterns of belief, the 
emergence of a new episteme, and new loci of 
power. 
This investigative perspective culminates in 
Chapter Five of this thesis with: 
a. An analysis of the discourse of policy 
makers, to illuminate the extent to which 
they introduce alternative discourse or are 
constrained by the power of traditional 
beliefs. As members of the academic and 
study abroad community, these policy makers 
are situated in a position, Foucault would 
argue, to reveal the foundations of 
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traditional discourse and introduce 
alternative discourse most effectively. 
b. An analysis of venues through which policy 
makers introduce their discourse into the 
broader academic community. 
Overall, then, it is suggested that Foucault's work 
provides a broad framework for understanding how and why 
beliefs develop within the academic world. This 
framework elucidates the power of those beliefs to define 
and persist. 
This thesis will now turn to exploring the 
foundation of traditional beliefs which produce the 
episteme about study abroad and to illuminating the 
alternative discourses of sponsors and participants. 
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Chapter Three 
Normalised Discourse and Traditional Beliefs about U.S. 
Undergraduate Study Abroad 
The purpose of this chapter is to identify and 
contextualise the traditional beliefs that have coalesced 
into an episteme that marginalises study abroad in the 
American academy. As indicated earlier, this chapter 
will adapt Michel Foucault's concept of archaeological 
investigation to explore the fields of discourse in which 
these traditional beliefs were formulated, thereby 
revealing the foundations of the episteme and its 
normative power. 
As Chapter Two outlined, these traditional beliefs 
are the statements within discourse formation that 
systematise to produce an episteme defining study abroad 
as academically weak and without significant functional,l 
especially professional preparation, purpose. This 
episteme excludes alternative discourses that do not 
conform to its expectations and renders policy discourse 
ineffective. 
The review of policy discourse in Chapter One 
described cliches characterising study abroad as a 
leisurely experience, pursued by wealthy women, who 
undertook through the liberal arts to study European 
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culture in academically weak programmes, for the sake of 
acquiring a general and genial familiarity with a foreign 
culture. This discourse suggests the probable existence 
of a set of propositions about study abroad which devalue 
its worth: 
A. Study abroad follows the Grand Tour tradition, 
providing a Eur0centric educational experience 
for the sake of cultural acquisition. 
B. Study abroad is for women and thus not 
academically significant. 
c. Study abroad is for wealthy women from wealthy 
institutions. 
D. Study abroad offers a liberal arts programme of 
study, inapplicable to professional 
development. 
E. Study abroad programmes are academically weak, 
since education is better in the United States 
than anywhere abroad. 
This chapter will explore these suggested propositions, 
in search of a field of discourse that might demonstrate 
they exist as traditional beliefs which form to support 
and confirm one another in the opinions of those who hold 
them, establishing together the 'fundamental practices,2 
that constitute the discourse about study abroad. It is 
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through these fundamental practices that the episteme 
endowing normative power emerges. 
An exploration of the historical context that gave 
rise to each of these beliefs will be conducted, to 
understand the discursive associations which generated 
and continue to sustain the legitimacy of the episteme. 
Through this form of inquiry, this chapter will identify 
who is empowered by these traditional beliefs and the 
episteme they compose. Further, it will identify whose 
vision these beliefs exclude. This analysis establishes 
the framework for understanding the marginalisation of 
study abroad, exploring the alternative discourses of its 
sponsors and participants, and evaluating the impact of 
policy makers who advocate study abroad's growth. 
Traditional Belief: Study Abroad is a European Grand Tour 
for Cultural Acquisition 
One source of marginalisation of study abroad is its 
discursive association with the 'Grand Tour,' a term used 
to describe a form of youthful travel that evolved in the 
eighteenth century. The term is first discovered in use 
in 1748, in the writing of Richard Lassels, a Catholic 
priest and travelling tutor, whose travel experiences 
took place in the late seventeenth century.3 The English 
term derives from the French 'Great Circuit' and is 
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defined as "A tour of the principal cities and places of 
Europe, formerly supposed to be necessary to complete the 
education of young men of position."4 
The tradition of the Grand Tour as an essential 
ingredient of higher education arose within British upper 
class culture during the first half of the eighteenth 
century. Defining characteristics of a Grand Tour were 
"a young British male patrician (member of the 
aristocracy or gentry), a tutor who accompanies his 
charge throughout the journey, a fixed itinerary that 
makes Rome its principal destination, and a lengthy 
period of absence (2-3 years) ."5 While the Grand Tour 
was considered an educational and cultural experience, it 
included an element of leisure, even libertinism, as 
well: "In actual practice, of cours~, many of these young 
men merely frittered away their time in the fleshpots of 
Europe, agreeably cultivating each other's company."6 
The Grand Tour was regarded as an essential part of a 
young man's coming of age, and each individual made of it 
what he might, some cultivating serious international 
understanding and others pursuing a simple pleasure 
jaunt. 7 
Americans quickly adopted the tradition of the Grand 
Tour as part of the educational imperative for their up-
and-coming young men. In 1815 George Ticknor of Boston 
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confessed a lack of curiosity about travel in his own 
country but an urgent desire to travel in Europe. Like 
Ticknor, young American men traveled to Europe, 
particularly Britain, France, Germany, and Italy, as part 
of their culminating education. 8 While the difficulty of 
trans-Atlantic travel kept the numbers down, ~the wealthy 
elite of the new United States, who in the states of the 
mid-Atlantic and New England tended to be merchants, 
wanted the appropriate education for their children," and 
therefore did all they could to send them to Europe for a 
Grand Tour experience. 9 The vision of Europe seeped into 
the mind of the emerging American literati, so that by 
1940 Gertrude Stein believed that: 
everybody, that is, everybody who writes, is 
interested in living inside themselves in 
order to tell what is inside themselves. 
That is why writers have to have two 
countries, the one where they belong and the 
one in which they really live. The second 
one is romantic, it is separate from 
themselves, it is not real but it is really 
there. 
The English Victorians were like that 
about Italy, the early nineteenth-century 
Americans were like that about Spain, the 
middle nineteenth-century Americans were 
like that about England. My generation, the 
end of the nineteenth-century American 
generation, was like that about France. 10 
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Europe, in the novels of Henry James, became "not so much 
a real place as a very commodious signifier" -- a 
signifier of culture and romance. ll 
A number of the characteristics listed above still 
come into play when the term 'Grand Tour' is used among 
Americans today to describe a European travel experience 
for college-age youth. The term is used primarily as a 
derogatory description of international study, loosely 
defined as the travel experiences of the young and 
wealthy, intended to broaden their cultural horizons, but 
often suggesting leisurely, desultory, elitist, non-
intellectual, and non-professional aims. These beliefs 
have been buffeted through political conflicts, as 
Americans' post-World War I valuation of European culture 
evolved into a post-World War II nationalistic suspicion 
of Eurocentrism. Despite changing cultural and political 
climates, this traditional belief continues to surface in 
the discourse on study abroad, even through the post-
World War II period of diversification of study abroad 
destinations. 
As Foucault argues, in the discursive construction 
of belief, historical accuracy is irrelevant. 12 Clearly 
there have been some wealthy American students who 
studied abroad; clearly there have been students who 
turned their study abroad enrollment into a leisurely and 
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non-productive experience. When those individual 
instances or associated incidents are generalised into a 
single notion about all study abroad experiences, the 
idea emerges as belief. Discourse produces a sense of 
what is true and validates what is defined as positive, 
so "that which transgresses its dictates tends to be 
defined not only as bad but as abnormal. ,,13 Such a 
process has occurred in the evolution of the belief about 
the Grand Tour tradition and study abroad in the United 
States, affecting its contemporary manifestation. 
Contemporary Manifestation of this Traditional Belief 
From the colonial era through until World War II, 
when Americans studied abroad, they did so almost 
exclusively in Europe. "Europe beckons," wrote Briggs 
and Burn in 1985, "and it beckons to non-Europeans, 
particularly, perhaps, Americans.,,14 
In the one history of U.S. undergraduate study 
abroad, Educating American Undergraduates Abroad: The 
Development of Study Abroad Programs by American Colleges 
and Universities, John E. Bowman notes the cultural 
associations accruing to the European travel experiences 
undertaken by American youth. These early travelers 
included both earnest youth seeking professional training 
in Europe and wealthy young people sent to Europe for 
84 
general cultural edification, yet it was the image of the 
latter that imprinted a defining character on discourse 
to come. "Not all European study was professional 
study," writes Bowman. "Southern families sent their 
young men to England for both pre-university and 
university education. . . Young American women who 
traveled to Europe went with their families or in the 
care of a 'maiden aunt.' By the late nineteenth century, 
professors at several institutions were conducting groups 
of young ladies on educational tours in Europe, visiting 
museums, cathedrals and the like. ,,15 
Two seminal studies, representing the predominating 
view of study abroad within the u.s. international higher 
education community, express the traditional belief that 
study abroad constitutes a Grand Tour experience: Goodwin 
and Nacht's 1988 work, commissioned and supported by the 
Institute of International Education, and Briggs and 
Burn's 1985 study, commissioned and supported by the 
European Institute of Education and Social Policy and the 
Institute of International Education. 
These researchers clearly trace international study 
abroad programmes in the United States back to 
eighteenth-century roots: "The continental 'grand tour' 
with which young British gentry capped their formal 
education a century and more ago before entering public 
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life can be seen as an early prototype of experiential 
learning abroad. ,,16 Goodwin and Nacht recognise as 
misleading the tendency to associate features of this 
historic precedent with modern study abroad: "A good 
deal of the skepticism of study abroad is based, we 
conclude, on a rather careless assumption that it is 
still simply the grand tour for the well-to-do ('fine for 
a rich private college, but not for us') rather than a 
valuable, or even vital, feature of higher education. 
This belief explains symbolic rules in one state 
university prohibiting use of public funds for foreign 
travel, or even for transoceanic phone calls!"17 
Nevertheless, Goodwin and Nacht suggest, some 
students have been attracted to study abroad chiefly 
because they and their families perceive it will provide 
a Grand Tour experience. Historically, the point was "to 
acquaint the children of privileged families with an 
extended range of cultural experience. To become 
'cultured' and citizens, it has long been believed, young 
people must have some acquaintance with and understanding 
of the arts, sights, and sounds of other peoples. It is 
difficul t for this to be done entirely at home. "18 While 
the authors note that students or their families 
supporting them no longer express this motive, this 
perception nonetheless remains, "lurking in the shadows, 
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especially at the more expensive liberal arts colleges 
and private universities. ,,19 Imbedded in the "lurking" 
belief is the assumption that cultural acquisition is a 
trivial effort offering the rewards of pleasure and 
social advancement,20 different from serious and 
purposeful intellectual study. 
Briggs and Burn grant that the contemporary social 
context for study abroad is very different from that of 
the eighteenth century. Still, they consider that the 
'motivations' behind the Grand Tour two centuries ago and 
study abroad today are much the same. "As far as [this] 
motivation for mobility, the quest for experience, is 
concerned, it still guides the travel of tens of 
thousands of students -- and teachers from very 
different backgrounds within the highly organised 
educational complexes of the twentieth century as much as 
it guided the travel of scores of young gentlemen during 
the golden years of the Grand Tour. It is the economic, 
political, social and institutional context that has 
changed, not the motivation itself."21 
Other contemporary discourse manifests this belief 
that study abroad has been an undirected cultural 
exploration, not an education providing global skills. 
Archer Brown, the Deputy Executive Director of NAFSA: The 
Association of International Educators, quotes a written 
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report of two Thai students from the University of 
Minnesota, saying that "whereas the foreign student comes 
to the United States in fulfillment of a purpose, the 
United States student goes abroad in search of one."22 In 
an oral history video interview with the late Lily von 
Klemperer, a leader in study abroad development, Butler 
College International Programs Officer Tom Roberts 
specifically labeled both pre- and post-World War II 
study programmes as Grand Tour experiences. 23 American 
students' reasons for study abroad are often presumed to 
be personal and are described as frivolous compared to 
those of students from other nations where study abroad 
is valued and supported: "United States study abroad has 
traditionally focused on language and culture, rather 
than on the acquisition of specific knowledge in other 
fields. "24 
Reports within the higher education community on the 
status of U.S. undergraduate study abroad, including 
those calling for change, have also criticised study 
abroad as a Grand Tour experience. Authors of In the 
International Interest,25 the report of the International 
50, an association of private liberal arts colleges 
committed to international education, wrote: "Many of the 
early programs, both at International 50 colleges and 
elsewhere, were structured 'like finishing schools' 
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focusing on the 'inculcation of cultural attitudes 
appropriate for a particular class and station.'H26 
In CIEE's 1988 report, Educating for Global 
Competence: The Report of the Advisory Council for 
International Educational Exchange, the perception that 
study abroad has been a Grand Tour for cultural 
acquisition is discernible: ~Students who study abroad 
are from a narrow spectrum of the population. They are 
predominantly white females from highly educated 
professional families, majoring in the social sciences or 
the humanities. . . . Many have had earlier overseas 
travel or international experience. H27 The CIEE report 
makes specific reference to the 'grand tour,' part of the 
education of a small segment of young Americans in the 
past, and the more recent 'Junior Year Abroad,' "focused 
on the European cultural heritage,H saying that these 
traditions were most applicable to liberal arts and 
humanities students but that "now global competence for 
our citizens requires us to expand study abroad into 
other areas. ,,28 If such a report must argue a move away 
from the traditional belief, then it also shows the 
existence and influence of that traditional belief. 
In his 1989 report for the American Council on 
Education, author Richard Lambert recognises the opinion 
that study abroad is frivolous travel, made for personal 
89 
cultural experience rather than serious academic 
accomplishments. "Normally, the obstacle to a student's 
staying abroad longer is the inhibiting attitudes and 
regulations of the home campus where study abroad is seen 
as a diversionary frill, interrupting the flow of the 
real educational process that is presumed to take place 
on campus. ,,29 
These influential analyses of U.S. study abroad echo 
one another: U.S. study abroad is and has been regarded 
as a Grand Tour experience, pursued by students for 
personal cultural enrichment, considered insignificant, 
rather than for any serious academic or professional 
purposes. In these examples of discourse, the concept of 
cultural acquisition is often associated with leisure, a 
personal experience designed not to gain purposeful 
knowledge so much as social standing and private 
pleasure. 
Foucault argues that everyone in a community is 
formed through its discourse. Study abroad participants, 
too, can be constrained by visions endowed by beliefs and 
the resulting episteme. When women who had participated 
in Sweet Briar Junior Year Abroad programmes were asked 
to identify (for the entire group, not for themselves 
individually) "the primary reason for WOMEN participating 
in study abroad," forty-five percent of answers included 
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"their cultural interests."3o Participants saw others, 
if not themselves, to be pursuing cultural interests 
an example of the power of the belief to define the 
experience they imagined others to be having: 
Table 3.1 
Sweet Briar Alumni Survey, Question 18 
Identify the Primary Reason for Women Participating in 
Study Abroad 
If }'QU af(l a .".oman wtw participattd in study abroad, do ~'OII r« Ihcpnmary reawn fur WOMEN partklpallng in study abr~ as: 
WOlllen 
a 45% a) chell' culiUr.ll interests? 
b H~ b) their ~ife \(I growinde~rubmCly? 
;: 19% c) their (ar~t inureSlS? 
d 1,. d) thetr desire \(I find a more supportive educational environment than ~ experienced '.II home l 
I ~ b female 141 106 c d 60 8 
l<Respondi:ntS Wl choose more tIWl one allSwer. 
'"Wo~ indicates1hosewho agreed with (a· d). 
The Sweet Briar alumni survey was constructed for 
this thesis because this programme represents the longest 
operating Junior Year Abroad for u.S. undergraduate 
students. The programme originated as the University of 
Delaware study programme in 1923, was transferred to 
Sweet Briar College after World War II, and continues to 
exist to the present day as a coeducational programme in 
Paris. 31 
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As stated in Chapter One, this thesis is a discourse 
analysis conducted by adapting Michel Foucault's 
methodology for inquiry. The fieldwork conducted for 
this thesis was undertaken to further illustrate the 
field of discourse about study abroad. Since it does not 
carry the burden of evidence in this adaptation of 
Foucault as the method of analysis, a full description of 
the Sweet Briar inquiry appears in the endnotes. See 
endnote 31, for example, which contains information on 
the unusual availability of historical materials 
documenting the development of this programme and the 
ways in which it typifies the development of American 
study abroad in general. 
In the Sweet Briar survey, both men and women were 
asked, "Why do you think it has been more frequently 
undergraduate women rather than men from the United 
States who have studied abroad?" The largest proportion 
of both male and female respondents, with only a slightly 
higher percentage of male, chose as their answer: "Women 
more frequently than men are interested in understanding 
and supporting art and culture." The second most 
frequent answer to this question, however, differed 
between male and female respondents. More male 
participants believed that "Men need to stay in the U.S. 
and focus on job training in their college education"; 
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more female participants, however, believed that "Women 
feel overseas living and study is an important 
opportunity for self-development and independence which 
men can usually attain within their U.S. environment." 
Even when the motivation is identified as 'self-
development and independence,' study abroad is sometimes 
perceived as a personally enriching experience more than 
an academic or professional one. 32 
Table 3.2 
Sweet Briar Alumni Survey, Question 10 
Why More Women than Men? 
Qm:stiog i/ 10 
him Ylsluw1 
• 25% 19% .) Mcnn~ to~y In thoU.S.lUldfOC\l$OIIjoblnlnincin 1!>eitcollegcedueation. 
b 38% 3S% b) Women more ~y thl\l\ 111011 an> in~ In underltaMinI and mpportinc art and cul!1u$ 
c: 7% 13% c:) Women &1'1' m<n eapablt. or~~l ~ign hm&Ua&es. 
d 18% 23% d} WOIIlen fed ovct$ell$livln, and S\II<Iy is an imJlO/Ulll QpporI\IIliIy for seI(~lop1llent 
• 13% 10% and iIIdependel1ce ..,hl~ 111m c:ao usually aIlabI within llleir U.s. envlrot!mellt. 
e) Women have fewer oppottwIities (01' ~taCioo and a,t'OWIh dian 1IICI1 on lila U.S. c.mpus. 
F~I a b c d , II 27 S 13 9 6S 127 4S 81 3S 
~ c:u cbooM more than ona a.oswer • 
• ~ in~ "'* mpondeols that agreed willi the SIal-'-
Further, answering Question 13 in the survey (see 
Appendix A, Table 3.3), which asked their reasons for 
going abroad, 48 percent of the male answers and 45 
percent of the female answers indicated that they went 
abroad to broaden their cultural horizons. These 
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reported or perceived motives among students reflect the 
power of traditional belief to constitute the nature of 
an activity so strongly as to colour the lens through 
which participants themselves view or interpret the 
experience. (See Appendix A, Table 3.4, Darden Survey: 
Reasons for Study Abroad.) 
Skepticism over the value of Europe as a study site 
continues to be expressed. Richard D. Lambert, Director 
of the National Foreign Language Center, noted the 
continuing focus on Europe for foreign study. Citing 
that in the 1980s, 79 percent of students going abroad 
still went to England and Western Europe, Lambert 
questioned the value of such a focus: "In a world in 
which the non-European world is playing a greater and 
greater role in global affairs, our continued fixation on 
Western Europe is striking. u33 The editors of the first 
edition of NAFSA's Guide to Education Abroad for Advisers 
and Administrators expressed similar concern. Decrying 
the lack of diversity, Hoffa, Pearson, and Slind regret 
that of students going abroad, "75 percent of them are 
studying in a few Western European countries."34 Writers 
urging that study abroad programmes range into South 
America, Asia, Australasia, and the Middle East imply 
that study abroad in Europe is not the best experience 
for students to have. 
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Some scholars believe this European focus reflects 
persistent patterns in foreign language study among U.S. 
students. The languages under study ~are overwhelmingly 
concentrated in a few Western European languages," 
reported Lambert in 1990, and slightly over fifty percent 
of all U.S. high school and college students study 
Spanish, not so much because of the growing non-European 
Hispanic population in the United States but rather 
because students believe that among the three leading 
languages offered (French, German, and Spanish), Spanish 
is the easiest to learn.~ 
Consistent with the Lambert study, recent data 
confirm that French remains the next most popular 
language choice among high school and college students: 
"Nearly lout of every 4 American students who learn a 
foreign language in middle school and high school still 
chooses French, a language spoken fluently by only about 
lout of every 50 people on the planet," wrote Jacques 
Steinberg in 1998. "By contrast, 1 percent of American 
teenagers study Chinese or Japanese, which combined are 
spoken by 20 percent of the world's people. ,,36 According 
to Richard Brecht, Director of the National Council of 
Less Commonly Taught Languages, the reason French is so 
frequently chosen is not because of its utility but 
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because the Western European languages "are just so 
deeply embedded in our cultural traditions. ,,37 
Discourse within the higher education community has 
manifested an increasing interest in diversified 
locations, calling for a change from the prevailing 
tradition of Eurocentrism. The authors of Educating for 
Global Competence argue that to ensure global competence, 
study abroad should expand its focus,38 and more 
specifically that "Study abroad in developing countries 
and countries outside the traditional Anglo-European 
settings should be a matter of high priority.,,39 The 
Report of the National Task Force on Undergraduate 
Education Abroad describes the ongoing European focus of 
United States study abroad and recommends that increased 
diversity in locations be a priority in American 
undergraduate study abroad. 4o 
The recently established and federally funded 
National Security Education Program Scholarship Fund 
supports undergraduate and graduate study in non-Western 
European locations worldwide, reflecting the commitment 
of the U.S. government to develop new geographical 
regions where students can study.41 A 1995 CIEE baseline 
survey of international education administrators further 
describes increasing interest in world regions in 
addition to Western Europe. (See Appendix A, Table 3.5, 
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CIEE Baseline Survey, Question 13: Areas of Interest for 
Programme Development. This researcher aided in the 
construction of the survey. Its findings, representative 
of the higher education community, form part of the 
statistical evidence of this thesis. As stated in 
Chapter One, a full description of this project and its 
representative nature will be found in the endnotes. 42 
While the higher education community and the federal 
government have expressed clear desires to encourage 
study abroad in alternative world sites, Europe still 
predominates in U.S. study abroad. In its mid-decade 
survey for the 1990s, lIE identified that 64.8 percent of 
all U.S. students studying abroad went to Europe. The 
remaining percentage represents all students studying 
abroad in all other locations. 43 
The extent to which reports have called attention to 
the European location for study abroad reflects how much 
this characteristic forms a part of the defining 
discourse about U.S. study abroad. This persistent 
concern expressed about European locations can itself 
reinforce the perception that study abroad is a European 
Grand Tour. 
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Discourse Formation 
Foucault's archaeological method directs inquiry 
into the discourse field from which belief emerged to 
contextualise its development and normative power. The 
historical context in which discourse formed about U.S. 
study abroad established this association between foreign 
programmes and the devaluing conception of the European 
Grand Tour with its Eurocentric cultural study. 
Study abroad is a documented Western European 
educational practice since the Middle Ages, and 
perceptions of it have not always been flattering. In 
The Rise of Universities, Charles Homer Haskins noted 
students moving from one western European country to 
another to study and revealed ancient suspicions over the 
value of such movements: "Nigel 'Wireker' satirises the 
English students at Paris in the person of an ass, 
Brunellus -- 'Daun Burnell' in Chaucer -- who studies 
there seven years without learning a word, braying at the 
end as at the beginning of his course, and leaving at 
last with the resolve to become a monk or a bishop. ,,44 
Even the eighteenth-century European tradition of the 
Grand Tour, adopted by up-and-coming Americans, carried 
the associations with leisurely or desultory travel. 
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Nonetheless, study experiences in other countries 
have for centuries played an important part in European 
higher education, adopted as well by students in the 
earliest years of American higher education, throughout 
the colonial and post-colonial years. Early American 
educators and administrators looked to Europe, and 
particularly to Germany, for models as they shaped all 
their institutions of higher learning. 45 "Looking at 
Europe, they saw what they needed. ,,46 
Early study abroad in the United States was a 
critical avenue for professional training for young men. 
Men training for the ministry, for medicine, and for 
other professions typically traveled to Great Britain, 
Germany, France, and Austria to study.47 Valued as a pre-
professional commodity, study abroad was sometimes even 
necessary for men who wished to assume leadership in 
early American culture, because of the lack of strong 
professional training opportunities within American 
institutions in those years. 
The interest in study abroad was manifest in the 
respect Americans held for the German university, 
especially in the latter half of the nineteenth century. 
American scholars particularly appreciated the 
opportunity to go to Germany to study the sciences in a 
way that was perceived to be unavailable in the United 
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states. 48 Indeed, from the beginning of the eighteenth 
century until 1914, it is estimated that approximately 
ten thousand American students studied in Germany alone. 49 
According to Veysey, the peak enrollment year was 1895-
96, with 517 American students enrolled in German 
institutions. 5o Carol Gruber counts almost nine thousand 
Americans studying abroad between 1820 and 1920,51 drawn 
by intellectual concerns: "The prestige of the German 
doctorate was very high, and the degree was relatively 
easy to acquire. Americans were drawn by the 
intellectual vitality of nineteenth-century German 
university scholarship and by the reputation of 
individual scholars."52 By the end of the nineteenth 
century, a small proportion of those seeking professional 
training and/or graduate study abroad were women, for 
whom graduate education was frequently unavailable in the 
United states. 53 Before World War I, however, study 
abroad for Americans remained predominantly a male 
experience, conducted to gain entry into the professional 
world. 
Late in the nineteenth century, regard for German 
universities began to decline and the concomitant opinion 
developed that American universities were providing 
adequate, perhaps even better, educations. 54 Indeed, by 
the end of that century, Americans perceived their own 
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institutions of higher education as better than many in 
Europe. 
Fewer men went overseas to study, preferring 
professional training at home. The era of male graduate 
and professional study abroad was at an end in United 
States history.55 Thomas Jefferson had lamented 
prophetically, one century earlier, that young men 
traveling overseas came to no good -- a regret that led 
him to found the University of Virginia, the United 
States' first full-fledged state university, so that 
young American men could study at home. By the beginning 
of the twentieth century, Jefferson's vision had 
materialised, and America's "young men no longer regarded 
study in Europe as the preferred professional training. u56 
American men turned to domestic institutions for 
professional training, and education became accessible to 
men from across the socioeconomic strata. 57 At that 
juncture, wealthier American women carried forward the 
genteel custom of the Grand Tour. They began to travel 
in more organised institutional ways. Earlier in the 
century, young women might have traveled to Europe with 
families or chaperones, but by the end of the nineteenth 
century, more were traveling abroad in groups conducted 
by their professors, experiencing educational tours 
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designed to allow them to visit Europe and pursue 
cultural interests. 58 
Solomon argues that travel overseas for women in the 
U.S. was early on linked to the idea of cultural 
acquisition and was indeed supported by a wealthy 
socioeconomic group that disdained formal education for 
its daughters: "The established eastern elites Boston 
Brahmins, Philadelphia Main Liners, and Hudson Valley New 
Yorkers -- preferred to educate daughters privately at 
home, in boarding school, and through travel abroad." 
Travel abroad for these wealthy young women took on a 
distinctive character, due to their socioeconomic status. 
"New rich millionaires obsessed with making good 
marriages for their daughters imitated the patterns of 
the older families, dismissing college as preparation for 
women who had no option but to be schoolteachers. Both 
sets of families prepared daughters for a life of 
leisure, not work. "59 
By the onset of World War I, the picture of study 
abroad in the United States had shifted. Young men no 
longer went abroad in great numbers, reflecting their 
belief that their need for professional training was 
satisfied at the American university. Those who 
continued to study abroad were the male children of 
wealthy Americans, able to afford to follow the Grand 
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Tour tradition, or female students, accompanying 
professors abroad to explore western European culture. 
In this historical context at the start of the first 
World War, the twentieth-century discursive associations 
about U.S. study abroad began to form. 
After World War I, the structure of U.S. study 
abroad changed radically.6o Many young men had seen 
Europe because of military service during the war. Even 
after the war ended, many American troops remained in 
France. As troops demobilised, they had time on their 
hands. French institutions organised special programmes 
to teach French language and culture, and the 'Cours de 
Civilisation' emerged. 
The Sorbonne established a model of special 
programmes for foreign students seeking to study about 
and within another country.61 The programme allowed study 
abroad without direct enrollment and integration into the 
foreign institution. It offered an opportunity for 
students who might not otherwise gain access to a 
European university (still the case in the 1920s for many 
women) or who did not seek to complete a degree abroad. 
It allowed students to study even without foreign 
language fluency, since courses were specially taught to 
non-native speakers. Finally, it accommodated students 
from educational systems different from those of the host 
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country. In other words, students studying abroad did 
not have to be at the same academic level or share the 
same background or skills as their host-country peers. 
Without a traditional European or American academic 
structure, without full integration into degree-granting 
activities, and without a clear place in an academic 
sequence, the Sorbonne model contributed to suspicion 
within the American higher education community. It was 
perceived as a programme designed not to capitalise on 
the strengths and depths of European education but rather 
to ease the discomforts of Americans in a foreign 
culture. 
Nonetheless, for many, the Sorbonne model created a 
new and unique opportunity for American undergraduates. 62 
The 'Cours de Civilisation' established a new academic 
model for students seeking foreign study experience, soon 
institutionalised as the 'Junior Year Abroad.,63 It was 
adapted to the academic training and language level of an 
American college undergraduate. Offered by an accredited 
academic institution, it was designed to award degree 
credit within the American home institution, not the 
foreign host institution. 64 It offered an innovative 
outlet for some members of the higher education 
community, while it was criticised by others as a 
frivolous way to travel abroad. The Sorbonne model marks 
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the inauguration of what this thesis labels the 'modern' 
study abroad programmes. 
In 1923, the first study abroad programme modeled on 
the Sorbonne structure was established at Delaware 
College (later the University of Delaware). Professor 
Raymond Kirkbride, who had returned from military service 
in France with the idea that American students could 
study abroad in an organised fashion, founded it. The 
University of Delaware programme, designed to send 
students to Paris, initially enrolled eight students, all 
men, although the programme was open to women as well. 
Within two years, however, the majority of programme 
participants were women, a gender mix that remained every 
year thereafter. (See Appendix F, University of Delaware 
Foreign Study Groups, 1923 and 1933, for photographs 
illustrating the first class, with its all-male 
membership, and the class ten years later, clearly 
dominated by women participants.) It was this programme, 
referred to earlier in this chapter, that transferred to 
Sweet Briar College in 1947. 65 (See Appendix A, Table 
3.6, University of Delaware Foreign Study Plan, Paris 
Programme Gender Analysis, 1923-24 to 1939-40.) 
In that early era, a small number of other 
institutions established this model for their study 
abroad programmes as well. These programmes were all 
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established by women's colleges, which meant that, at 
least initially, enrollment was limited to female 
students. 66 Marymount College in New York established a 
programme in Paris in 1924. Smith College established a 
programme in Paris in 1925. In the same year, Rosary 
College established a programme in Fribourg, Switzerland. 
Before World War II began, Marymount, Smith, and Delaware 
had established programmes in other western European 
countries as well. 
Smith College helped consolidate the tradition, 
initiated in the Sorbonne programme, of study abroad as a 
yearlong experience during the third undergraduate year, 
a configuration that continues to influence U.S. study 
abroad programmes today. "Smith College pioneered the 
Junior Year Abroad concept, sending third year 
undergraduates to study in Paris for an academic year, 
primarily to strengthen their foreign language 
proficiency and for cultural immersion," writes Barbara 
Burn. Once again, with this practice cultural values 
were discursively associated with the study abroad 
experience, building traditional beliefs: "The several 
junior year programs launched by women's colleges in the 
1920's gave to study abroad an image which has clung over 
the decades, namely that it is primarily a private 
college phenomenon, is predominantly for women and in 
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humani ties fields, and tends to be expensive, ,,67 
constituting doubt about the utility and worth of liberal 
education pursued in overseas settings. 
Rosary College, a Catholic women's college located 
in River Forest, Illinois, began its study abroad 
programme in 1925. Rosary College women resided and were 
taught at the Institut des Hautes Etudes in Fribourg, 
Switzerland, studying French, literature, religion, 
philosophy, history, and English. The programme was 
suspended during World War II but revived afterward, 
through promotional efforts exemplified by a bulletin 
published by the college in 1947. 
The Rosary College bulletin promoted the programme 
in a variety of ways, including offering it as "a way to 
become better acquainted with Europeans and Old World 
culture" and to improve foreign language skills. "The 
aspect of the Foreign Study Plan that perhaps excites the 
most interest among young women & their parents is the 
opportunity offered for travel abroad," the bulletin 
reads. 6B Furthermore, it identifies as an equally central 
mission of the programme furthering women's professional 
careers as teachers. 
All of these goals were expressed clearly in the 
bulletin. Travel opportunities and serious academic and 
professional benefits were described together. The use 
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of the Grand Tour idiom within the discourse articulated 
with suspicions about the quality and value of study 
abroad. Some of the bulletin's language matched emergent 
traditional beliefs and maintained the power of the 
higher education hierarchy. Following Foucault's logic 
that beliefs constrain perception,69 that language was 
heard and went on to contribute toward the formation of 
the episteme about study abroad. 
Early programmes were established in Western 
Europe. 70 (See endnote 64 for information about a brief 
and unsustained effort in Mexico.) This European focus 
dominated the discourse about study abroad. The majority 
of programmes were initially located in France, and that 
pattern held until well after World War II. ~America was 
very interested in Europe in the 1920s," says Bowman,71 
noting that this early European focus reflected the 
~dominant role which European art and literature plays in 
American culture and in the curriculum of American 
universities." 
Subsequent shifts in programme locations reflected 
geopolitical events. Barbara Burn calls the Fulbright 
plan, the post-World War II international exchange 
initiative, the equivalent of the Marshall Plan in 
education, broadening American educational vision. 72 In 
the 1960s the Peace Corps brought fuller awareness of 
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developing nations and their issues into the American 
academic community.73 u.s. military training brought men 
and women into broader contact with diverse foreign 
languages, expanding American higher education contacts 
wi th the Third World. 74 
Since World War II, the trend has been to diversify 
destinations for U.S. study abroad. Students now pursue 
programmes in Africa, Asia, Latin America, the Middle 
East, and Oceania. Thirty-five percent of students go 
abroad to non-Western European locations. 75 Nevertheless, 
the figures show that even in the last decade -- despite 
emphasis on diversifying study abroad and despite, in the 
last decade, an 18 percent decline in registration in 
European programmes76 -- the substantial majority of 
students still go to Europe. While the numbers of 
participants and diversified destinations keep growing, 
the trend has not eroded the predominantly European focus 
of study abroad. 
The European location for u.S. study abroad remains 
as it originated in the nineteenth century when educators 
looked to Europe as the parent culture. The two world 
wars in the twentieth century have produced discourse 
questioning the value of that tradition. The United 
States gained ascendancy among world powers, sending its 
sons and daughters to Asian and African as well as 
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European theatres of war. Prevailing educational 
opinions regarded Europe less and less as the repository 
of educational wisdom. The United States' education 
system granted itself world ascendancy at the same time 
that Americans became more interested in non-European 
traditions. 77 The growing disdain for European 
institutions associated with suspicions about the 
Sorbonne model and with the conviction that U.S. 
education had become superior to that available abroad. 
The idea that study in Europe, heir to the Grand Tour 
tradition, was pursued for personal rewards was 
reinforced. 
Normative power reinforces its vision in the 
disciplinary and social community in which it operates. 78 
Study abroad, defined by the American academy in its 
early years as a European Grand Tour for Eurocentric 
cultural acquisition, stood as an aberration from the 
male norms of higher education, thus the experience of 
study abroad and those who participated became 
marginalised. Through the power of discourse and the 
beliefs it produces, this conception has continued. The 
alternative discourses of sponsors and participants, 
including female participants, have gone unheard. The 
constitution of the traditional belief that U.S. 
undergraduate study abroad is a Grand Tour of Europe for 
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the sake of trivial cultural enrichment is a core 
component of the episteme dismissing study abroad as 
academically and functionally irrelevant. 
Traditional Belief: Since Study Abroad is a Female 
Activity, It is not Academically Significant 
Another component in the formation of this episteme 
is the role women have played in study abroad 
development. More women than men have chosen to study 
abroad in almost every year since institutionalised 
undergraduate credit-bearing programmes were first 
offered to American students in 1923. In their earliest 
years, study abroad programmes were more 'frequently 
supported by women's than by coeducational colleges, and 
study abroad has drawn more female students, whether they 
attend all-female or coeducational institutions. 
Discourse has identified the predominance of female 
students as a definitive feature of this educational 
activity. Discourse 'normalises' that which it 
validates79 and devalues that which is aberrant. This 
section will show how attitudes about women's roles in 
society and beliefs about the purposes for their 
education linked to developing conceptions about study 
abroad, contributing to its marginalisation. 
111 
Contemporary Manifestation of this Traditional Belief 
The most recent data available in study abroad 
enrollment indicate that 65 percent of all participants 
are female -- a proportion, this thesis will show, that 
has held relatively constant from the earliest years of 
American study abroad activity.8o A review of 
contemporary discourse confirms that this persistent 
demographic is perceived to be a significant and defining 
trait of U.S. study abroad. 
At the 41st Annual Conference of the Council of 
International Educational Exchange, November 1988, 
Cannes, France, Richard D. Lambert, then Director of the 
National Foreign Language Center at the Johns Hopkins 
University,81 spoke about the current status of American 
study abroad. At the conference, his discourse reflected 
the defining characteristics associated with study 
abroad: "The prototypical person most likely to go abroad 
is a white, female, middle-class, full-time student 
majoring in foreign languages, in history, or in social 
sciences, and registered at a liberal arts college. u82 
Lambert's perception is grounded in a long history 
of female predominance among study abroad enrollees. 
Only in the years just after World War II did the number 
of men even approach the number of women involved in the 
Delaware/Sweet Briar programme, for example (see Appendix 
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A, Table 3.7, Summary of Junior Year in France Groups, 
1948-49 to 1992-93). The strength of males in the 1948-
49 programme reflects the first impact of the GI Bil183 
(as the Servicemen's Readjustment Act of 1944 was called 
popularly), which supported veterans after World War II 
and encouraged them to attend school rather than flood 
the job market and create unemployment. 84 From 1949 on, 
however, women consistently outnumbered men. Participant 
records show a ratio of almost three female to one male 
participant in the U.S.'s oldest coeducational programme 
since after World War II. 
In her study analysing 5,600 U.S. purchasers of the 
international student identity card, Jolene Koester 
concluded that "international study, travel, and work 
abroad is an educational experience populated by women," 
while the "causes and consequences of this uneven 
interest" she found to be "purely speculative.,,85 Council 
on International Educational Exchange data confirm this 
predominance as well. For this thesis, an analysis was 
done of all Council's extant study abroad enrollment 
records, with gender identified since computerised 
enrollment record keeping began, in 1991,86 and with a 
first-name analysis of records before that, to identify 
gender when possible. This analysis resulted in a count 
of 5,161 female participants and 2,359 male participants 
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from 1973 through 1992, or 68.5 percent female and 31.2 
male, with the balance unidentifiable by gender (see 
Appendix A, Table 3.8, CIEE Programmes: Enrollment and 
Gender History). 
Specific programmes mirror this gender proportion. 
Under the direction of Harlan Cleveland, Dean of the 
Maxwell School, Syracuse University -- for over thirty 
years a leader in international educationS7 -- developed a 
strong study abroad programme, with Cleveland arguing 
that ~study abroad should be a 'live option' for any 
undergraduate student."ss In material prepared for this 
study, Lore Heath, Deputy Director of those programmes, 
assessed the male-female ratio of students in Syracuse 
programmes from 1985 through 1993, finding the female-to-
male ratio to be consistently three-to-one or higher. s9 
A study of participants in the Sweet 
Briar/University of Delaware programme from 1948-49 
through 1992-93 also confirms a consistent ratio of two 
to three females for every male participant (see Table 
3.7, cited earlier). A 1959 study of the programme 
showed that enrollments were one-third male and two-
thirds female from the start through the spring of 1955. 90 
Even given the stronger male enrollment during 1948-49, 
during the period when the GI Bill supported a large male 
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student population, female participants still 
predominated in this study abroad programme. 91 
The representative sources (described fully in the 
endnotes as each has been introduced in this study) 
demonstrate that from the inception of undergraduate 
study abroad programmes in the United States to the 
present day, between two-thirds and three-quarters of 
participants were female in every programme whose records 
we can currently study. 
Table 3.9 
Gender Enrollments by Percentage in Representative U.S. 
Study Abroad, 1923-97 
*IIE survey methodology confirms this ratio from 1980 to 
1999 on all reported U.S. study abroad programmes. 
The most recent lIE data (unpublished data compiled for 
the 1999-2000 annual edition) continue to demonstrate a 
115 
TABLE REDACTED DUE TO THIRD PARTY RIGHTS OR OTHER LEGAL ISSUES
consistently high proportion of women choosing study 
abroad. 92 This consistent ratio has contributed to the 
discursive formation of the traditional belief that study 
abroad, as a predominantly female pursuit, is not 
significant academically. 
Many academics have assumed not only that more women 
choose to study abroad but also that women's search for 
education is not as serious as that of men. These 
associated beliefs have had an impact on the episteme 
about u.s. study abroad, as Briggs and Burn point out: 
"That more women than men study abroad as undergraduates 
and more in humanities than in professional fields may 
exacerbate the perception that undergraduate study abroad 
lacks in seriousness of purpose."~ 
Educators who hold this view have formed a link 
between the predominance of women as participants in u.s. 
study abroad and the presumption that a female study 
abroad experience is pursued for cultural enrichment. 
Bowman, for instance, states: "The Junior Year Abroad 
programs prior to World War II were, with one exception, 
operated by women's colleges and, at first, enrollment 
was limited to women. They were, thus, in part, a 
transformation of the European tour for young women into 
an academic experience" [emphasis added] .94 Women were 
assigned the role as "guardians of the culture,,95 while 
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men had to earn their livings, support their families, 
and find professionally relevant educational experiences. 
Explaining why more women than men from the United 
States study abroad, Stephen Cooper and Mary Anne Grant 
conjecture that "the imbalance reflects American cultural 
values. Societal and parental expectations in the United 
States have traditionally inculcated young men to pursue 
'serious' career-oriented degrees while young women are 
encouraged to 'cultivate' themselves and/or prepare for 
marriage. Given the prevalence of such sexism, and the 
notion that a study abroad experience is somehow 
frivolous, we can see why more women than men have 
traditionally studied abroad."96 
In another forum representative of the pervasive 
academic view, William Hoffa initiated Internet 
discussions on SECUSS-L, the national study abroad 
advisers list-serve operated by NAFSA: Association of 
International Educators. By raising the question as to 
why more women than men continue to go abroad to study, 
Hoffa elicited a flurry of responses which help to reveal 
current opinion in the American academy. Asking why more 
women than men go abroad, Hoffa began, "Since the number 
of male undergraduate students, generally speaking, is 
roughly equal to the number of female students, there 
must be some reasons for these differences. What are 
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they?" Hoffa tried to fend off the most stereotypical of 
responses by including, with his original query, the 
following statement: 
One view commonly put forth is that men have 
tended to major in academic areas (science, 
business, pre-law, etc.) less prominently 
featured in study abroad programs. Another 
is that male students have feared that their 
professional pursuits would be jeopardized 
if a period of ("dilettantish," "frivolous") 
study abroad was seen on their academic 
record -- whereas, the argument went, women 
students, not pursuing such careers, were 
"freer" to "cultivate" themselves through a 
foreign sojourn. Given recent expansions of 
program options across the curriculum, plus 
the nominal "liberation" of both men and 
women from such gender politics, neither of 
these explanations would seem to have much 
credence, these days.97 
Hoffa posed his general question in three parts: 
THREE QUESTIONS FOR A SECUSS-L FORUM 
DISCUSSION; 
1) What then accounts for the fact that more 
than 6 out of every 10 students studying 
abroad continue to be women? 
2) Since there are bound to be exceptions, 
institution to institution, program to 
program, location to location, what are 
these exceptions and can we learn anything 
from them? 
3) Are there advising strategies or 
institutional policies which can make a 
difference? If so, what are they?98 
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Hoffa's statement and questions reiterate the 
importance of female dominance as a defining element 
within the higher education community's episteme of study 
abroad. He echoes prevailing explanations for past 
statistical consistencies and reflects the continuing 
debate about study abroad's academic significance, given 
that it has attracted primarily women. 
Ironically, his question elicited responses 
reporting or reflecting the beliefs he had disclaimed. 
For example, George Boyd at Trinity University reported 
that an "esteemed colleague at a major study abroad 
institution" had "several times told me of her problem 
with finding an 'undemanding' London program that won't 
crimp travel, shopping, and socializing for her sorority 
women who go abroad in big groups."99 
Cheryl L. Darrup, Marketing Director with the North 
American Institute for Study Abroad, offered the opinion 
that male students themselves, as well as their advisers, 
had fallen into the trap of gender-stereotyping, 
disregarding study abroad as an educational option 
because they feared that "their professional pursuits 
would be jeopardized if a period of ('dilettantish,' 
'frivolous') study abroad was seen on their academic 
record. "100 
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Those very presumptions -- that male students regard 
study abroad and the professional aspect of their 
education to be mutually exclusive -- were expressed on-
line by Cameron Beatty: 
We might also consider the possibility that 
men are less likely to do study abroad 
because in general they feel they have to 
focus on their careers as a goal for the 
immediate future and haven't been convinced 
that the contribution made by a study abroad 
experience would justify the time and 
expense required. Note that I'm NOT saying 
that women don't have career goals (heaven 
forefend), but cultural expectations vis-a-
vis careers and their importance are 
somewhat different for men than they are for 
women. Looked at from that perspective, it 
could be claimed that women are more likely 
to participate in a study abroad program 
because they are in general LESS developed 
emotionally, or intellectually, or whatever 
one calls it, than college-age men in 
general seem to be. 101 
Not all respondents seemed, like this one, to accept 
the traditional beliefs regarding the gender-specific 
appropriateness of U.S. study abroad. For example, 
Marvin Slind bemoaned the stereotyping voiced in answer 
to Hoffa's question: 
What concerns me even more, however, is the 
basic nature of those theories: gender-based 
stereotypes. For example: on the one hand, 
we learn that males are less' mature or less 
socially developed. On the other, they have 
stereotypically been more directed toward 
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career or "real-life" issues. I think that 
while both extremes may contain some 
accuracies, but [sic] they also are 
dangerously broad. 
I shudder to think of the wave of 
hostile reactions that would have descended 
upon anyone who made similar gender-based 
stereotypes about female students. A wide 
range of unpleasant -- and inaccurate --
examples comes to mind. For example, on a 
few occasions, I have had to take issue with 
people who suggested that women study abroad 
when men don't, because men have to work to 
pay for their own educations, while women 
have their parents pay for such frills as 
cute little red cars and study abroad 
programs. 102 
Yet, despite remarks like Slind's, the discourse evoked 
by Hoffa's questions reflected that beliefs associating 
gender with academic quality continue to frame judgment, 
including that of some faculty who advise students going 
abroad. 
There are indications that students do hear gender-
related comments about their study abroad interests. 
Although hard evidence is not available, suggestive 
indicators emerge among respondents in the Sweet Briar 
report. Eight percent of the women responding reported 
that faculty perceived them to have no career goals, 
contrary to their own reality (see Appendix A, Table 
3.10, Sweet Briar Alumni Survey, Question 20: Did you 
encounter beliefs which impeded your study abroad 
pursuits?). No men reported having had this experience. 
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The predominance of women participants in modern 
credit-bearing study abroad programmes has been deemed a 
defining trait within the higher education community. 
Their presence has resulted in the attachment of value 
judgments about women's educational goals to jUdgments 
about their participation in study abroad. These 
perceptions lead academics to question the seriousness 
and functional significance of overseas education. 
Discourse Formation 
The discourse field that produced negative judgments 
about female participants has roots in the broader 
history of American higher education. Some form of what 
could be considered higher education for women began in 
the United States at the end of the eighteenth century. 
Following the American Revolution, the United States was 
developing a new identity based on a republican ideal. 
The purposes for male education included the creation of 
an educated male citizenry capable of making responsible 
electoral decisions. Women did not vote or take part in 
the democratic process, nor was there concern at the time 
that they should. As wives and mothers -- but not as 
voting citizens -- women exerted influence on their sons, 
the republic's future decision makers: "Republican wives 
and mothers gained a special role in the creation of an 
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informed citizenry. Though not citizens themselves, they 
would train their young male offspring for citizenship. 
. . thus Republican motherhood furnished a utilitarian 
motive for educating women. ,,103 Additionally, because men 
might be away from home for lengthy periods of time, the 
education of the children might devolve upon the woman 
another reason for providing women some education of 
their own. 104 
Institutions of higher education for American women 
developed in the early nineteenth century. Founded to 
help women develop independent intellectual skills, they 
were intended not to controvert so much as to enhance 
their roles as spouses and helpmates. lOS The trustees of 
Randolph-Macon Women's College in Lynchburg, Virginia, 
writing in 1891, expressed this sentiment in establishing 
"a college where the dignity and strength of fully-
developed faculties and the charm of the highest literary 
culture may be acquired by our daughters without loss to 
woman's crowning glory -- her gentleness and grace. ,,106 
At first, higher education attracted less wealthy 
women who sought socioeconomic advancement through 
education. The 'calico girl' -- "the serious, 
hardworking daughter of the middle class preparing to 
teach formed the backbone of the early classes, ,,107 
while women from wealthy families had other options 
123 
available. By the end of the nineteenth century, though, 
colleges were increasingly attracting women from all 
socioeconomic classes. 
Additionally, in the latter nineteenth century, the 
curriculum changed. Newly established liberal education 
programmes expanded the opportunities to pursue 
humanistic studies and the social sciences. These 
changes sparked further debate about the purpose of 
education for women. Men could study the new liberal 
arts, the new humanistic disciplines, and the new social 
sciences and still advance toward a professional future, 
but "Liberal culture for women was held up as learning 
for its own sake, detached from professional moti ves,,108. 
Indeed, leaders of education as prominent as Charles 
W. Eliot, President of Harvard University at the end of 
the nineteenth century, were suspicious of the purpose of 
educating women. Eliot "scandalized academic women 
by a speech at Wellesley suggesting that the great 
traditions of learning from the time of the Egyptians 
were the creation by and for men and served as no guide 
in educating women. ,,109 
Eliot's observations reflected the public 
devaluation of higher education opportunities for women, 
an attitude that was reinforced by the increasing belief 
that college women were motivated by the 'pursuit of 
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happiness,' not professional or occupational advancement, 
motives articulated by college women between 1860 and 
1890. 110 While serious professional intentions were 
articulated by those three earliest generations of U.S. 
college women, Solomon notes, even then others did not 
fully recognise or respect their intentions. 111 
With the emergence of the flapper after World War I, 
during the 1920s, the perception continued to evolve that 
women attended college in pursuit of happiness. The 
earlier image of the college woman as serious of purpose, 
destined to achieve academically and then to serve, gave 
way to the image of the fun-loving woman pursuing higher 
education for frivolous reasons. 112 Young women still 
learned that the educated had an obligation to society, 
but they were often reluctant to make commitments to 
future activities. They behaved "as if college were a 
four-year moratorium from real life.,,113 
Expression among college women of serious motives 
for pursuing education re-emerged in the 1930s Depression 
era,114 but it was in the exuberant period just after 
World War I that the idea of the Junior Year Abroad was 
born. As Foucault argues, chance circumstance can attach 
to an event or action, systematising into defining power. 
Just such a process occurred in the founding of the 
Junior Year Abroad programmes. College women of the 
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1920s, no matter what their own conceptions, were 
believed by those in power to be more concerned about 
intensifying their roles as cultural guardians, a 
secondary and supportive role, while college men 
developed professional acumen and leadership skills. 115 
These distinctions arose from the tradition that even 
serious women students were to be educated as 
handmaidens, not as leaders a tradition that 
disenfranchised women and their education just as it , 
empowered men and theirs. Through discursive 
association, study abroad earned a reputation as a 
frivolous experience for women, providing marginalised or 
trivialised cultural enrichment, not serious academic or 
professional advancement. 
Value judgments did and still do adhere to study 
abroad as a result of the predominance of females among 
its participants. Modern study abroad programmes came 
into being during the early 1920s, at a time when many 
leaders in higher education believed that women did not 
even belong in college. Women who were in college were 
often perceived to be there, at best, as mainstays of the 
culture and, at worst, solely for their own pleasure. 
Despite this milieu, women did enroll in college and 
did elect to study abroad. No matter what their excluded 
discourse of personal motivation might have expressed, 
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predominant discourse within the academic community 
perpetuated the notion that they attended school for 
personal enjoyment and traveled abroad for cultural 
enrichment. That discourse formed the traditional belief 
that study abroad, since its programmes primarily serve 
women, is not a significant academic pursuit. 
Traditional Belief: Study Abroad is for Wealthy Women 
from Wealthy Institutions 
Within the discourse of the American higher 
education community, the perception that study abroad is 
an academically insignificant Grand Tour for women linked 
with the belief that study abroad is an activity pursued 
by the wealthy. Hence a traditional belief has developed 
that study abroad programmes are intended expressly for 
wealthy women attending wealthy institutions. 
Contemporary Manifestation of this Traditional Belief 
Academic literature, reports, and public statements 
assert repeatedly that wealthier students are the primary 
participants in U.S. study abroad. In 1990, for example, 
the Report of the National Task Force on Undergraduate 
Education Abroad published that "Opportunities for such 
experience abroad are still confined to a small fraction 
of American undergraduates, mainly upper middle class" 
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[emphasis added] .116 The opinion dates back decades. In 
1960, new interest in study abroad brought over 500 
academic representatives to a National Conference on 
Study Abroad, organised by the Association of American 
Colleges, the Council of Student Travel,117 the Experiment 
in International Living, and the Institute of 
International Education. This pivotal meeting found it 
important to call for low-cost programmes and study 
abroad scholarships "to avoid limiting the programs to 
those with greater financial means."118 In the 1980s, 
Goodwin and Nacht still considered study abroad to be the 
bastion of more privileged students. 119 More recently 
Barbara Burns bemoaned the image of the "junior year, 
rich woman. ,,120 
Many students have likewise held the belief that 
study abroad is for the well-to-do among them. 
"Prohibitive costs -- real or imagined -- are one reason 
students do not consider education abroad as an option in 
undergraduate studies," found Nancy Stubbs in her 
analysis of financial aid within study abroad 
programmes. 121 The CIEE Baseline Survey also shows cost 
considerations to be the top two concerns among students 
(see Appendix A, Table 3.11, CIEE Baseline Survey: 
Student Factors When Considering Study Abroad) . 
128 
The 1995-96 Council market analysis of U.S. college 
student interest in study abroad, conducted by students 
in the Darden Graduate School of Business at the 
University of Virginia122 and organised in initial 
consultation with this researcher, confirmed the 
financial concerns of study abroad students and reported 
that students choosing not to study abroad overwhelmingly 
cited cost as a reason. (A full description of this 
fieldwork is in the endnote immediately preceding, as per 
the method described in Chapter One.) 
"Students feel that studying abroad will be more 
expensive than studying at their horne university, and 
feel that they lack access to sufficient financing," the 
Darden study group reported. "Finances were the biggest 
concern cited by students who did chose to study 
abroad. "123 The following tables illustrate these 
concerns: 
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Table 3.12 
Source: Ayres et al., "CIEE Market Study," 16. 
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Table 3.13 
Darden Survey: Reasons for Not Going Abroad 
Students said that "finances" were most influential in 
their decisions not to travel and study abroad. Two 
related factors came in second and third: "leaving school 
activities" and "leaving friends." 
Source: Ayres et al., "CIEE Market Study," 22. 
When a request went out bye-mail in 1995-1996 to a 
nationwide group of study abroad advisers, asking them to 
recall 'Mythologies of Going Abroad' that they had 
encountered among students they were advising, 'Money 
131 
DIAGRAM REDACTED DUE TO THIRD PARTY RIGHTS OR OTHER LEGAL ISSUES
Issues' appeared. Students were reported to have 
believed that: "It's too expensive," "I will loose [sic] 
my institutional scholarships," and "I can't use my 
financial aid/scholarships to go abroad."u4 
Closely akin to the traditional belief that wealthy 
women participate in U.S. study abroad is the assumption 
that it is predominantly wealthy institutions that 
advocate, initiate, and maintain study abroad programmes 
for American students. U.S. study abroad programmes did 
originate largely at Eastern colleges,125 particularly 
private women's colleges. Briggs and Burn point out that 
the origin of the Junior Year Abroad at predominantly 
women's colleges, almost seventy-five years back, 
continues to influence belief that study abroad is a 
women's 'private college phenomenon.,126 Goodwin and 
Nacht articulate the belief as well. Even as they report 
growth among study abroad programmes and increased 
diversity among the institutions supporting them in the 
1980s, nonetheless they describe study abroad before the 
growth phase as an experience that drew primarily 
"juniors at elite liberal arts colleges."ln 
These beliefs persist, particularly since they 
resonate with the other traditional beliefs, such as that 
of the Grand Tour tradition, with its upper-class origins 
and implications. Despite the current empirical 
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evidence, the perception of study abroad as an expensive 
experience, only for the wealthy, is central in the 
American higher education community's episteme. 
Discourse Formation 
This ongoing discourse of wealth was grounded in the 
institutional development of study abroad programmes and 
it associated with the beliefs about the function of 
women's education. Just after World War I many more 
American students, of both genders, attended college, and 
the idea of women attending college became more socially 
acceptable. Ironically, with that shift came the already 
described decline in the image that college women were 
serious-minded. 
The image of the college woman shifted from that of 
a woman striving to achieve education in an era when it 
was not widely accepted to do so, to that of a woman with 
social rights, pursuing the pleasures of modern life. 
Travel for personal enrichment was a leisure-class 
activity, as noted early on by Thorstein Veblen, who 
argued that "modes of behavior and sets of values 
motivated by the privileged classes" who need to convert 
excess time and money into prestige become "standards of 
'decency' for entire cultures."12S In this context, "the 
social benefits of 'honorific waste' were added to the 
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very real personal pleasures and satisfactions of 
European travel. The trip to Europe, a luxury made 
possible by the accumulation of excess capital, became a 
token of bourgeois respectability. ,,129 Such meanings 
informed traditional beliefs about study abroad that 
began to arise during the same period. 
Many believed that most American students engaged in 
study abroad in the 1920s were wealthy women. Robert c. 
Pace, in his study of participants in the Delaware/Sweet 
Briar programmes, observed that by and large women from 
wealthy homes were the students most able to attend these 
programmes. 130 Data from Sweet Briar confirm the image to 
some extent. Sweet Briar study abroad alumni answering 
the 1995 survey considered themselves at least middle-
class or upper-middle-class (see Appendix A, Table 3.14, 
Sweet Briar Alumni Survey, Question 11: Socioeconomic 
Status at Time of Study) . 
From early on, though, faculty and administrators 
sought ways to make study abroad financially feasible for 
a wide range of student. President Walter Hullihen of 
the University of Delaware, a primary supporter for the 
nation's first programme, expressed his hope from the 
start that the experience would not prove too costly.131 
According to Munroe, Hullihen wanted the programme to 
cost no more than 20 percent above the regular fees of 
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University of Delaware enrollment, but it was not 
possible to keep the costs that 10W. 132 
Jean Brown, University of Delaware archivist, has 
found that participants in these seminal programmes were 
not always the wealthiest students. The record indicates 
that some were receiving scholarship funding. 133 (See 
Appendix A, Table 3.15, Sweet Briar Alumni Survey, 
Question 12: How did you finance your study abroad 
experience?) Scholarships, made possible by donations 
from the DuPont family and others,134 amounted to $300 
apiece and "were offered to students who could not afford 
to go without financial aid," according to the 1931 
Bulletin of the University of Delaware. 
In his study of the Sweet Briar programme, Twenty-
Five Years on the Left Bank, John Matthew found that 
during the years 1948-49 through 1971-72, an increasing 
effort was made to support lower-income students: "As the 
number of participants increased from year to year, 67 in 
1948-49 to 106 in 1972-73, so too did the number of 
worthy students who were granted scholarship awards who 
otherwise might not have been able to participate."135 
While scholarship development began slowly, with "one 
scholarship awarded the first year, 3 or 4 the second 
year, 14 the third year, the program has continued to 
give scholarship awards as funds have become available." 
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In 1971-72, 28 students out of 106 received aid of some 
kind, and 18 of them received awards directly from Sweet 
Briar Junior Year in France Funds. 136 (See Appendix A, 
Table 3.16, Sweet Briar Junior Year in France Funds, 
1948-49 to 1971-72, for a tabulation of scholarship aid 
over this period of nearly a quarter century.) 
While many students going abroad did and still do 
corne from relatively well-to-do households, not all have 
been or are wealthy. With the effort to develop low-cost 
programmes and with federal and state aid, an 
increasingly diverse socioeconomic group now goes abroad. 
(See Appendix A, Table 3.17, CIEE Baseline Survey: 
Financial Aid Use, for recent opportunities to finance 
U.S. study abroad.) The Institute of International 
Education reports 54% of responding institutions allowed 
all forms of financial aid to be used for study abroad, 
with the remainder allowing some forms of aid to be 
applied. 137 
When financial issues are reduced by making 
scholarships and aid available, it is still, according to 
available data, most often women who utilise that support 
and study overseas. In the Sweet Briar programme, of the 
64 students awarded financial aid between 1992 and 1996, 
only five were men. 138 (See Appendix A, Table 3.18, Sweet 
Briar Junior Year in France Financial Aid, 1992-96.) 
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Since financial aid does not affect the gender ratio of 
participants, there is no perceived evidence 
contraindicating the traditional belief that the women 
who participate must be wealthy. 
Students and their advisers sometimes presume that 
financial aid at their home college will not support 
study abroad -- a perception held at many institutions 
despite federal actions and communications of the past 
decade. Federal financial aid has since 1965 been 
governed by Chapter IV of the Higher Education Act, 
reviewed and reauthorised every five years by Congress. 
During reauthorisation discussions that began in 1990, a 
group of study abroad professionals requested new 
language to specify that students could use federal aid 
for study abroad. Such has been the case since the Act 
was passed into law, but traditional beliefs to the 
contrary remain, even after Congress reauthorised the 
application in July 1992. 139 
Recent years have seen efforts to develop and 
publicise lower-cost programme options for students. Jon 
o. Heise, study abroad adviser at Loyola University, 
developed an informal list, which he made available 
nationally, of 'Rock Bottom' study abroad programmes: 
programmes costing under $5000 a term, including tuition, 
fees, room, board, and transportation. 140 This type of 
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listing is informative. Heise originated it because he 
believed study abroad should be made accessible to 
students lacking wealth,141 another indicator of the 
opinion that study abroad is for the wealthy. 
Just as it is believed that elite female students go 
abroad, it is also perceived that programmes are 
sponsored by elite institutions. Study abroad 
demographics changed dramatically following World War II, 
as pointed out by NAFSA Deputy Director M. Archer Brown: 
A number of developments, both in the public 
and private sectors, were to have a profound 
impact on study abroad. The Council on 
Student Travel, for example, was established 
in 1948 by agencies in the private sector, 
to encourage and facilitate exchange-of-
persons programs through the chartering of 
transatlantic ships, including reconverted 
United States troop carriers, to transport 
American students to Europe. These groups 
were primarily concerned with the resumption 
of secondary school and undergraduate 
exchanges following World War II, but only 
two years earlier the Fulbright Act (P.L. 
584), a congressional initiative, launched a 
relatively large-scale international 
exchange of scholars and researchers as well 
as students. 
The postwar period in general and the 
1950s in particular saw the rapid 
development of area studies and language 
centers on United States college and 
university campuses; new bilateral 
agreements (even including some with the 
Soviet Union) provided impetus for exchange 
at various levels. Colleges and 
universities themselves began to form 
consortia -- pooling their resources in 
order to provide increased study abroad 
opportunities for their students. 142 
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Opportunities expanded substantially. In 1950, there 
were ten programmes in Europe; in 1960, there were 
thirty. During the 1960s, a period of rapid growth, one 
hundred new programmes in Europe opened. 143 This 
expansion attracted new higher education institutions 
into foreign exchange activities. 
In the 1960s, large private and public universities 
became actively involved in sponsoring diverse 
international education programmes, in contrast to the 
early sponsorship pattern among small, private, 
predominantly Eastern, women's liberal arts colleges or 
Catholic women's colleges with European ties. 144 More 
recently, sponsorship has also been developing within 
communi ty colleges. 145 
Explanations for the growth of study abroad that 
began in the 1950s are varied. After two world wars, 
interest in finding a path to world peace had directed 
attention abroad, as had post-war reconstruction. 146 John 
Wallace noted that as former Fulbright faculty returned 
to their overseas locations, bringing their students with 
them, they contributed to the growing interest in study 
abroad. 147 The Cold War brought new emphasis to foreign 
language and area studies; Sputnik, the first satellite 
-- launched by Russia, not the United States -- aroused 
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concern about American competence and prompted calls for 
better domestic and foreign education to keep America 
competitive. 148 The Peace Corps contributed to a new 
sense of the importance of foreign travel and living 
abroad as part of a young person's education. 149 Trade 
and investment abroad and "the emergence of multinational 
companies as a 'sixth continent'" emerged as a motive for 
interest in international education in the 1960s and 
1970s,150 as did the spectre of national security.151 
In the 1980s, the themes of global awareness and 
responsibility dominated discourse concerning the value 
of study abroad: 
Despite our position of international 
leadership for almost fifty years, we are 
ill-prepared for the changes in business, 
manufacturing, diplomacy, science and 
technology that have come with an intensely 
interdependent world. Effectiveness in such 
a world requires a citizenry whose knowledge 
is sufficiently international in scope to 
cope with global interdependence. 152 
In this climate of global concern, the number of 
institutions supporting study abroad has grown 
dramatically. The Institute of International Education's 
1997-98 directory counts 2,430 programmes, some 1,760 or 
72 percent of them sponsored by colleges and universities 
accredited in the United States. 153 The Institute lists 
1,860 summer programmes, 60 percent of which U.S. 
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institutions operate. 154 According to a company 
spokesman, Peterson's,155 in its 1995 editions of Study 
Abroad and Summer Study Abroad, listed a total of 1,335 
programmes available to American students, all operated 
in affiliation with 341 American colleges and 
uni versi ties or directly by them. 156 
At the same time, the array of institutions 
sponsoring study abroad has diversified. "In the 1950s 
and 1960s, formal academic programs were conducted 
primarily by four-year, private liberal arts 
institutions," writes Archer Brown; "in the 1970s there 
was a sizable increase in the number of state 
universities and two-year colleges offering study abroad 
options. "157 Programmes came to be found in all types of 
institutions, "from the community college to the high-
powered technical research university, institutions that 
are public and private, rural and urban, secular and 
church related. ,,158 According to an American Council on 
Education survey completed in the late 1980s, 64 percent 
of the responding baccalaureate institutes and 81 percent 
of the responding universities offered their own 
undergraduate programmes abroad. 159 
Today, private liberal arts colleges remain among 
those extensively supporting international education, 
confirming the normalised image of study abroad as an 
-------
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experience for the wealthy (while excluding from vision 
the possibility that financial aid might have enabled 
poorer participants, as described earlier in this 
chapter). For example, the International 50 includes the 
self-identified fifty liberal arts colleges that have 
~made significant contributions to the international 
interest." (See Appendix A, Table 3.19, International 50 
Membership, for the names of schools belonging to the 
group.) Described as 'international liberal arts 
colleges,' these schools provide international activities 
resources nfar greater than their comparatively small 
enrollments would suggest."lW 
Beliefs about institutions involved in u.S. study 
abroad arose in part from the predominance of private 
liberal arts colleges among those instituting such 
programmes, and have been reinforced by their current 
role. While fewer than one percent of all American 
college students and just 2.1 percent of undergraduates 
at research universities are studying abroad in a given 
year, fully 8.5 percent of International 50 liberal arts 
college students participate in study abroad programmes 
annually. 161 Over one-third of all International 50 
students have some sort of academic experience abroad 
before graduation, a figure four times the Higher 
Education Research Institute's national figure of 8.9 
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percent. 162 (See Appendix A, Table 3.20, Participation in 
Study Abroad Programmes, comparing International 50 
Institutions and Research Universities.) 
The Institute for International Education's mid-
decade figures 163 suggest instead far greater diversity 
among the institutional supporters of U.S. undergraduate 
study abroad. According to lIE editor Todd Davis, 
HTraditionally, study abroad experiences were pioneered 
at selective liberal arts institutions. Today, however, 
research institutions sponsor the largest proportion, 
about 43% of study abroad students,H164 the majority 
public. 
In January 1996, the report of the American 
Association of State Colleges and Universities (AASCU) 
reflected this institutional diversity: 
In the spring of 1995, the American 
Association of State Colleges and 
Universities (AASCU) surveyed its member 
presidents about international programs on 
their campuses. Questions solicited 
information about the extent of 
international activity on the campuses for 
the 1994-95 academic year, including 
institutional commitment to international 
programs, use of international education 
networks, funding and contract/grant 
activity, international curricula, 
activities abroad and future assistance 
needs. Some 281 responses were received, for 
a 74.7 percent response rate. 
The results reveal a breadth of 
international activity as diverse as the 
many public institutions across the United 
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states, Guam, Puerto Rico and the Virgin 
Islands that comprise AASCU's membership.165 
With increasing numbers of U.S. colleges and 
universities involved directly or indirectly in study 
abroad,166 the number of public and lower-cost 
institutions involved has increased. Yet, as Foucault 
suggested, in institutions such as universities, 
discourse creates and sustains persistent definitions 
that reinforce. traditional allocations of power167 and 
that exclude ideas that challenge existing belief. 16B 
Diversification of institutions supporting study 
abroad and socioeconomic diversification of participants 
has been ongoing within the U.s. higher education 
community, yet these developments have not eroded the 
traditional belief that study abroad is the prerogative 
of wealthy women from wealthy institutions -- just as the 
early efforts to subsidise poorer students did not hamper 
the early evolution of this belief. 
As most of the pre-World War II study abroad 
programmes were sponsored by small, somewhat elite 
women's colleges, the traditional belief developed that 
only wealthy women from wealthy institutions participated 
in study abroad. Development of this belief systematised 
with the belief that study abroad is a Grand Tour, 
enjoyed for cultural enrichment by the leisure class, as 
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well as the belief that study abroad provides broad 
cultural enrichment for women with no concern for 
professional preparation and no interest in significant 
academic experiences. 
Alternative discourses were and remain marginalised 
and often invisible. 169 Indeed the first study abroad 
programme, at the University of Delaware, was not even 
housed in or sponsored by a private women's college. 
Early sponsoring institutions were most often women's 
colleges, but since the end of World War II, the list of 
American schools involved in study abroad reflects a 
growing diversity, broadening to include feeder 
institutions and sponsoring institutions, including a 
large percentage of lower-cost public institutions. From 
the start, efforts have been made to diversify programme 
participation with financial assistance. In recent 
years, the demographic characteristics of students 
involved in study abroad have broadened as well. 
Nevertheless, the power of the traditional belief that it 
is wealthy women from wealthy institutions who go abroad 
is sustained. 
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Traditional Belief: Study Abroad Offers a Liberal Arts 
Programme of Study, Inapplicable to Professional 
Development 
The image that wealthy private colleges sponsored 
study abroad programmes for their wealthy female 
constituencies devalued study abroad, representing it as 
an elitist activity pursued by those whose prosperity 
sustained a leisurely lifestyle. The very type of 
institution with which these programmes were associated 
-- the liberal arts college -- identified the topics that 
would presumably be studied overseas. That they were 
women's colleges called forth the values, described in 
this chapter, that demeaned liberal study for women as a 
pursuit for personal pleasure, not career preparation. 170 
The devaluation of the women and their sponsoring 
colleges linked with evaluations of the liberal 
curriculum in discourse formation. As noted earlier, 
when Barbara Burn and Asa Briggs decried the reputation 
of study abroad as an elitist female pursuit, they 
observed that this image derived in part from the 
association of study abroad with the humanities. 171 These 
associations contributed to the formation of the 
traditional belief within the American higher education 
community that U.S. study abroad programmes specialise in 
the liberal arts (the humanities and the social sciences) 
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and, following that, that study abroad cannot contribute 
to students' professional development. 
Contemporary Manifestation of this Traditional Belief 
Many comments convey the belief that students abroad 
pursue liberal arts studies and are therefore not 
interested in professional education. For example, 
Kathleen M. Reilly observed that: 
Study abroad has long been considered a 
worthwhile, if only tangential, academic 
activity for the personal development and 
cultural exposure of college students. 
Usually associated with the affluent, study 
abroad was most often considered the domain 
of women in the liberal arts .... 
Students and administrators still 
frequently view study abroad as the 
cultural dabbling of dilettantes despite 
dramatically changed social, economic and 
political conditions that are making 
international experience critically 
important. 172 
Within this single statement about prevailing opinions 
among students and administrators, Reilly recognised the 
traditional beliefs already identified in this thesis 
that study abroad is considered a Grand Tour, for 
"personal development and cultural exposure";173 that 
study abroad is "considered the domain of women"; 174 that 
study abroad is "usually associated with the affluent."175 
Reilly identified yet another conception, saying that 
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many consider study abroad "tangential," concerned only 
with liberal arts, an education which is considered "the 
cultural dabbling of dilettantes.,,176 
For some, the belief that study abroad emphasises 
liberal study for cultural pursuit defined as 
insignificant or trivial, not study for serious or 
professional purposes, articulates with the traditional 
belief that women predominate: "The arts are tinged with 
effeminacy in the popular thinking," states Mabel 
Newcomer, Emeritus Professor of Economics at Vassar 
College: men apologise for their interest in the arts 
while women find such an interest to be "natural. ,,177 
Women students in the mid-twentieth century "are often 
credited with preserving the liberal arts tradition in a 
period when technical training was increasingly demanded 
by the new and the monetary value of higher education was 
emphasized.,,178 Catherine R. Stimpson, feminist scholar 
and Dean of the Graduate School of Arts and Sciences at 
New York University, observed the link between the 
liberal arts and gender stereotypes when she wrote that 
"There may be a bias against the liberal arts, a feeling 
that real men don't speak French, that in the 20th 
century these are women's topics.,,179 
The evaluation of foreign language study is framed 
by traditional beliefs as well. "United States study 
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abroad has traditionally focused on language and culture, 
rather than on the acquisition of specific knowledge in 
other fields," writes NAFSA Deputy Executive Director 
Archer Brown. l80 As such, it appears to carry no focused 
or significant career-oriented aid to the student. Study 
abroad advisers report hearing, with some regularity, 
student comments such as "Going abroad will never do 
anything for my career!" and "The professional bodies in 
my field are opposed to it. "l8l Students, as well as 
faculty and administrators, express doubt about the 
usefulness of the overseas education experience as 
preparation for the world of work. 
Discourse Formation 
In the late nineteenth century, the philosophy 
behind the American college curriculum changed 
dramatically. Features in the discourse formation that 
contributed to the development of traditional beliefs 
about study abroad as a Grand Tour and study abroad as a 
lesser academic 'activity pursued by women also appear in 
the systematisation of views about the worth of liberal 
education. 
College administrators chose to abandon the model of 
the traditional liberal arts education, defined by the 
classical European curriculum that included Greek, Latin, 
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mathematics, philosophy, science, and English, in favor 
of studies that led more directly into the modern 
professions. 182 As already noted, liberal education had 
performed the function of training men for careers in 
colonial and post-colonial America, a function which 
substantially gave way in the mid-nineteenth century to a 
practical curriculum offered at land-grant colleges 
(those state colleges established with funds generated by 
the sale of federal lands) and the universities. This 
practical focus energised the American education movement 
and gave rise to some suspicion about liberal 
education. 183 On the other hand, professional education 
achieved university status at the end of the nineteenth 
century. 184 
A new formula for the modern American university 
developed. This formula was exemplified by numerous 
universities established in the latter half of the 
nineteenth century, designed to collect the best of 
European educational traditions and yet add something 
uniquely American: "the rationalism and empiricism of the 
Enlightenment, the impact of the American and French 
revolution, the influence of the resurgent German 
universities of the nineteenth century, and the 
utilitarian need for incorporating new fields of 
knowledge, such as science and modern languages, into the 
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curriculum to serve the needs of an expanding society.u185 
At that time, as described above, females were not 
considered a serious constituency within the college 
student population. College administrators sought to 
serve their male students, who in that era were the 
obvious and only pursuers of professional goals. leG 
The shape of a college curriculum changed as well. 
The idea of electives emerged, supplanting the concept of 
a single classical course of study for all students. 
Harvard University led the way, radically relaxing course 
and curriculum requirements. The social sciences were 
developing as significant fields of study, and courses in 
those new disciplines took the place of some of the core 
courses in the old liberal arts curriculum. The core 
that had once included religion and philosophy now 
contained economics, sociology, psychology, history, and 
government. 187 
These new courses in the social sciences attracted 
men and women equally. But at that historical moment, 
since male education was seen as professional and female 
education was not, some reacted against women who chose 
the new fields of study. Some feared the 'feminisation' 
of the new electives -- a derogatory term meaning that 
women, whose studies were presumed not to have serious 
purpose, were devaluing the courses available to men. As 
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a result, there was some effort to develop courses more 
oriented toward women. A new sort of college curriculum 
emerged within American institutions, with courses that 
emphasised skill and physical acumen, "from manual labor 
and calisthenics to engineering and home economics," as 
Solomon suggests. 188 
At the end of the nineteenth century, to support a 
serious commitment to the education of women, another 
type of 'women's curriculum' developed at the Ivy League 
women's colleges, stronger in the arts than its male 
counterpart and, "in fact, more intelligent, human, and 
'progressive' than the curriculum in such places as Yale 
and Princeton."189 The zeal at women's colleges in the 
late nineteenth and early twentieth centuries was 
generated by a sense that women and women's colleges were 
part of a great venture: "To them, women's colleges were 
an important if not essential aspect of God's plan for 
the emancipation of their sex and the redemption of the 
world. "190 
After World War I, the atmosphere of women's 
education shifted, as noted earlier in this chapter, when 
discussing the evolution of the traditional belief that 
study abroad is academically weak because it is 
predominantly a female activity. The pre-World War I 
vision of education for unmarried or career-oriented 
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women disappeared, supplanted by more devaluing opinions 
of the role of women in the culture. 191 This shift in 
cultural perceptions also incorporated the study of the 
liberal arts and sciences into the concept of women's 
proper education. 192 In 1924, for example, "Vassar 
departed from its past to establish a program which 
adapted the arts and sciences. to homemaking. ,,193 
Women nonetheless persisted in their expression of 
interest in the new social science and humanities 
courses. New courses held "broad appeal at women's 
colleges as well as at comparable men's schools. Yet 
this change in academic climate had different 
implications for women and men students. ,,194 Women, it 
was assumed, would eventually marry and bear children and 
thus 'waste' advanced education. 19s As described earlier, 
as the modern university curriculum developed in the 
United States, it was presumed that male studies, even 
within the liberal arts, were pre-professional while 
female studies were cultural in nature. 196 "One 
consequence of coeducation for women," writes Page Smith, 
"was the tendency to head them into the liberal-arts 
curriculum and to charge them with the responsibility for 
'cul ture . ' ,,197 
This definition of the purpose for female liberal 
arts study linked with the traditional beliefs 
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constituting study abroad as a Grand Tour cultural 
pursuit of wealthy women to devalue the function of 
overseas education. This devaluation has been nurtured 
by the persistent dominance of the liberal arts as the 
content of study abroad. Evidence of how extensively 
programmes have supported liberal arts study comes both 
from the academic majors of students involved and from 
the courses of study offered. C. Robert Pace's 1959 
study of the Delaware/Sweet Briar Paris programme found 
that participants by and large majored in foreign 
language and literature,198 and the more recent survey 
reflecting participants between 1948 and 1993 finds a 
similar pattern still: the majority of students attending 
the programme have chosen to major in the humanities, the 
social studies, or foreign languages. (See Appendix A, 
Table 3.24, Sweet Briar Alumni Survey, Question 15: 
Student Majors Prior to Study Abroad.) 
Although surveys conducted by the Institute of 
International Education do show the increasing diversity 
of participants' majors in U.S. study abroad programmes, 
these results demonstrate a consistent core group of 
majors in the social sciences and humanities, broadly 
defined, and in the various humanities, separately 
identified within the fields of foreign language and fine 
or applied arts. In 1995-96 a total of 52.5 percent 
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majored in these areas; another 16.5 percent were 
unidentified majors or dual majors. Of the known non-
liberal arts majors, 13.9 percent were business, leaving 
the remaining 17.1 percent to represent all other non-
liberal arts disciplines in the academy.199 
An analysis of statistics provided by Peterson's 
publications for this thesis confirms this increasing 
interest in business. In the survey conducted for the 
1995 editions of their Study Abroad and Summer Study 
Abroad, Peterson's identified 676 distinct academic areas 
available for study u.s. sponsored programmes abroad; the 
top four areas were history, political science, social 
science, and business. 2oo The liberal arts -- humanities 
and social sciences -- still dominate, even while 
business is emerging as a favoured topic among American 
undergraduates studying abroad. 
Despite increased diversity, including new courses 
in business, the greatest number of students going abroad 
from the United States still pursue the traditional 
liberal arts disciplines (see Appendix A, Table 3.25, 
CIEE Enrollments in Diversified Programmes, 1989-93). 
Enrollment in CIEE programmes further demonstrates that 
the overwhelming majority of students overseas have 
concentrated in the humanities and social sciences. This 
preponderance of liberal arts majors; the sense of the 
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liberal arts as cultural studies pursued by women; the 
continued preponderance of women as study abroad 
participants; the discursive association of women's 
interests with elitism, wealth, and travel for pleasure 
-- all these ideas have coalesced to formulate and 
sustain the traditional belief that study abroad 
programmes offer a liberal arts experience unrelated to 
any professional preparation. 201 
Traditional Belief: study Abroad is Academically Weak; 
U.S. Education is Better 
The functional worth of liberal education as a 
training ground for professional development is 
marginalised in the American academy. The same 
associations that produced this devaluation were 
reflected in the formation of the traditional belief that 
its academic quality is weak. Since women were the 
constituents for study abroad and their education was 
secondary to men's, and since the women going abroad were 
perceived to be wealthy and uninterested in learning to 
prepare them to function in the professional world, a 
foundation of doubt about the seriousness of their 
education formed. Compounding this doubt was the new 
enthusiasm for the quality of domestic education, 
described earlier in this chapter. Education at home was 
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presumed to be of better quality than that available 
abroad for the serious students -- the men -- who needed 
training for public life. 202 Women -- the less serious 
students, who did not need education to survive 
economically or to lead professionally -- were thus 
perceived to be pursing an education abroad of lesser 
quality. 
According to Foucault, institutions form their self-
image through discourse informed by historic 
circumstance. Those self-images define what visions the 
institutions empower. 203 The discourse of American 
faculty most often exhibits the belief that serious 
academic work can best be done in the United States, not 
abroad. This discourse serves to empower domestic 
education and to marginalise any form of education 
abroad, as this section will show. 
Contemporary Manifestation of this Traditional Belief 
Even during America's post-colonial era, as the 
founders of educational institutions looked to Europe for 
models, a mistrust of the academic worth of Old World 
institutions was articulated. When Thomas Jefferson 
founded the nation's first full-fledged state university, 
the University of Virginia (intending, as mentioned 
earlier, to provide a more rigorous educational setting 
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than he believed could be found overseas), he recruited 
five Europeans among his seven first professors. He 
explained to fellow patriot John Adams that with so few 
American scholars to choose from in the young republic, 
he preferred hiring "foreigners of the first order to 
natives of the second."204 Despite this rationale, 
Jefferson received criticism from newspaper editors who 
accused him of insulting the American people by this act 
of intellectual "importation. "205 
Nationalistic preferences are still voiced today. 
Kathleen M. Reilly stated, "Responses to the political, 
environmental, economic and technological arenas are 
changing dramatically, yet academic attitudes and 
policies have yet to recognize the centrality of study 
abroad to the intellectual and personal development of 
college students whose personal and professional lives 
will be dominated by the trends."206 Benjamin de Winter 
reports a more general attitude "that educational 
programs abroad are simply not as good as those found in 
the U.S.," even those programmes teaching foreign 
languages, literatures, and cultures. De Winter reports 
hearing some administrators state opinions such as "The 
best work in German literature is done in the U.S. u207 
Goodwin and Nacht likewise encountered some language 
instructors "who claimed that foreign languages could 
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better be taught at home without all the 'impure' 
distractions of an overseas setting" -- although that was 
a minority opinion. 208 
Beliefs as to the primacy of the American 
educational system are manifested in the sparse amount of 
international research and academic travel activities 
conducted by faculty at u.s. colleges and universities. 
According to a late twentieth century American Council on 
Education study, at only eight percent of all higher 
education institutions in the U.S. do more than one out 
of ten faculty members participate in overseas projects 
or consulting activities. At only 12 percent do more 
than one out of ten faculty members participate in 
international research projects. 209 
These statistics reflect what Goodwin and Nacht 
identified as ~a good deal of indifference in some 
quarters and a high level of skepticism, even hostility, 
among many faculty, administrators, and friends of higher 
education" toward international education. 21o They report 
that many American faculty feel that those colleagues who 
are developing programmes overseas are engaging in 
~faculty frolic," ~creating lucrative playpens," and 
indulging in ~an irrelevant distraction on the road to 
professional careers. "211 Some academics, they say, hold 
the opinions that "foreign education systems are 
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derivative, teach mainly rote learning, and stifle 
creati vi ty. ,,212 
Financial decision makers enter the dialogue, 
expressing value judgments regarding study abroad through 
resource allocation. In times of fiscal crisis, 
difficult choices reflect even more strongly the 
hierarchical priorities among academic projects. This 
state of "financial precariousness," say Goodwin and 
Nacht, results in "the conviction within academic 
administrations that, with the exception of development 
assistance contracts, international research and teaching 
never bring in the overhead recovery experienced on 
domestic projects. At best, they believe, 
internationalization may be a loss leader. ,,213 When they 
asked college and university presidents to become more 
specific about their intentions to globalise their 
campuses, Goodwin and Nacht heard frequent references to 
"the short-sightedness and stinginess of the state 
legislature." One faculty member complained "his leader 
'does not put his resources where his rhetoric is.,,,214 
Although the CIEE Baseline Survey finds that 
advisers consider their institutions to be committed to 
international education development (see Appendix A, 
Table 3.26, CIEE Baseline Survey, Question 1: 
Institutional Commitment), funding decisions often do not 
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echo that commitment. Thirty-eight percent of 
institutions report charging beyond regular tuition and 
fees to support study abroad administration (see Table 
3.27, CIEE Baseline Survey, Question 17: Do you charge an 
administrative fee?) The 1995 New York State Task Force 
on International Education decries this approach as 
marginalising study abroad: "Study abroad offices are 
often established with funds which are not allocated as 
part of the regular college budget." The report 
recommends institutional support, not self-support, for 
study abroad activities, in part to reduce "the distorted 
image of study abroad as a non-essential dimension of 
education."2~ 
When study abroad is not funded, it becomes a less 
likely choice for students. Barbara Burn has pointed out 
that "Although most colleges and universities give 
academic credit for approved study abroad, relatively few 
have integrated study into on-going curricular programs 
or enlisted faculty support for making study abroad an 
important element in a student's total academic 
program. "216 Without institutional financing, study 
abroad appears a less significant educational activity 
and institutional practices perpetuate the traditional 
belief. While college and university students in many 
other cultures around the world are encouraged to study 
161 
in other countries, Americans are not, points out Archer 
Brown. "Most sponsored foreign students, particularly 
those from non-European countries, are motivated by their 
home governments or their home institutions to obtain a 
foreign education. United States students who study 
abroad are not fulfilling a governmental development 
objective. Nor are they reflecting their 
institutions' commitment to international education. ,,217 
The NAFSA National Task Force reported "the lack of 
institutional commitment to a strong international 
dimension in undergraduate education" as a major 
inhibitor to "expansion and improved quality" in 
undergraduate study abroad. 218 Further, a serious lack of 
support services for study abroad programming 
significantly inhibits the growth and development of 
programmes for undergraduate students. 219 William Hoffa 
notes the lack of institutional support for study abroad 
in NAFSA's Guide to Education Abroad. 220 
Harold Vaughn, Director of International Education 
for the American Association of State Colleges and 
Universities (AASCU) and former programme director at 
Syracuse University, supervised the 1995 AASCU survey of 
member presidents. Vaughn stated that, in conducting the 
report, he presented state colleges and universities at 
their best, hoping to demonstrate their successes, but 
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consistently found international education, including 
study abroad, low on the institutional priority list and 
not well-supported by any U.S. institution he examined. 221 
The AASCU survey revealed the following lack of 
institutional support for international education at the 
faculty level: 
Faculty reward systems at most campuses do 
not specifically encourage international 
expertise. Slightly more than half of 
responding institutions do not specify 
involvement in international programs and 
activities as a criterion for faculty 
rewards. Among those who do, three-fourths 
state that this is a campus-wide policy. 
Most institutions that do reward 
international involvement do so by providing 
travel stipends and offering general 
"recogni tion. ,,222 
The survey did not promise change in the foreseeable 
future: 
Institutions were asked to indicate if their 
campuses have formally identified future 
funding priorities for international 
programs and activities, and to select the 
top five funding priorities. Study abroad, 
internationalizing across the curriculum, 
faculty development, programs for 
international students and sending faculty 
abroad were identified as the priorities. 
Less than 36 percent of all 'respondents 
indicated that these priorities had been 
formally set. 223 
Without institutional support, study abroad 
programmes and students interested in them continue to be 
marginalised. The programmes cannot build numbers, 
quality, influence, or reputation. As Goodwin and Nacht 
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state, "it is important to have study abroad well woven 
into the total fabric of the institution, and the 
administrator responsible for the function should be 
firmly in the academic sector, rather than in student 
affairs, student services, general administration, 
counseling, or some other more distant part of the 
educational hierarchy. ,,224 According to NAFSA, by the 
last quarter of the century, between 1,200 and 1,500 U.S. 
colleges had a designated study abroad adviser, but only 
about one hundred of those worked in full-fledged offices 
closely tied to the central structure of their 
insti tutions. 225 
Cassandra A. Pyle, now Director Emeritus of the 
Council for International Exchange of Scholars, observed 
a growing trend by end of the 1980s toward centralised 
offices for international education on U.S. campuses. 226 
Yet in 1997, Harold Vaughn observed that while there is 
great interest in international education in higher 
education, presidents face many competing demands,227 a 
sentiment echoed in 1999 by Charles Ping, President 
Emeritus of Ohio University, and Henry Bienen, President 
of Northwestern University.228 Presidents respond to 
priorities, and international education is no one's 
priority, an issue recognised when international 
educators identified funding increases to support 
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internationalisation as the most commonly reported need 
in the AASCU study. 229 Dr. Joann McCarthy, Director of 
International Education at the University of South 
Florida and an officer in the Association of 
International Education Administrators, concurs. 
International education, according to McCarthy, 
infrequently stands center stage at U.S. institutions and 
is rarely connected to the central curriculum and campus 
acti vi ties. 230 
As recently as 1995, the New York State Task Force 
on International Education issued a set of 
recommendations intended to enhance study abroad activity 
at New York State public and private institutions. 
Within those recommendations came a call to integrate 
study abroad with study on campuses: "The challenge for 
policy makers is to develop a coherent policy for all 
aspects of international studies and programs, including 
faculty, student, and staff developments. ,,231 According 
to the CIEE Baseline Survey, international education 
advisers and administrators believe the most useful 
change to help their efforts would be to tie study abroad 
activities to the normalised and empowered components of 
the institution by creating a centralised administrative 
structure, closely connected with the institution's 
central administration. (See Appendix A, Table 3.28, 
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CIEE Baseline Survey, Question 17: Administrative 
Changes. ) 
Study abroad development on many campuses is 
initiated by individuals acting on their own, however, 
rather than by an office staff appointed and supported by 
the central administration. 232 The NAFSA Task Force 
Report emphasised this point, stating that "We were 
struck repeatedly by the importance of a charismatic 
leader in galvanizing a campus to focus on and undertake 
study abroad. ,,233 It is not uncommon for an individual 
faculty member, frequently in a foreign language field, 
to initiate a programme abroad for personal reasons. He 
or she receives approval from the appropriate authority 
in the college or university, makes arrangements with an 
institution abroad, and ventures forth, rather like the 
Pied Piper, leading students to some foreign destination. 
This approach, called by Briggs and Burn "entrepreneurial 
and decentralized," has negative rhetorical consequences, 
as they point out: "It denigrates the need for 
professionalism and institutional commitment. The fact 
that at some colleges and universities study abroad is 
expected to be self-supporting or even to generate 
revenues for the institution further affirms its 
peripheral status and lack of institutional leverage.,,234 
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Philip G. Altbach, Director of the Center for 
International Higher Education at Boston College, and 
Hans deWit, Director of Foreign Relations at the 
University of Amsterdam in the Netherlands and 1994 
President of the European Association for International 
Education, argue together that America has "abdicated 
leadership" in this field of higher education. 
"According to a recent Carnegie Foundation survey of 
faculty in 14 countries, American professors are the 
least internationally minded," they write. "In general, 
American professors do not actively support international 
education, fearing enrollment losses in their majors or 
simply feeling that internationalism is not central to 
their subjects and disciplines. "235 
Goodwin and Nacht echo this observation in their 
report, indicating that faculty perceive overseas work as 
problematic, not beneficial, to the educational process. 
American faculty often "believe the students' time could 
be used better at home; they regret the loss of their own 
courses, the 'breaking of the major' for the junior 
year."236 Reflecting suspicions about the quality of 
foreign education and its utility for American students 
and faculty, Goodwin and Nacht report that faculty and 
administrators in the American academy disdain any 
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"implication that the best of all worlds cannot be found 
on the home campus. ,,237 
Discourse Formation 
This validation of domestic over foreign education 
has formed through practices that include the emergence 
of the multidisciplinary university in the U.S., the 
structure of study abroad programme models, and 
institutional choices that bear an impact on study 
abroad. 
The development of the American university has 
already been extensively described in this chapter, 
discussing the evolution of previously identified 
traditional beliefs. This institutional evolution was 
part of the rationalisation of discourse within this 
traditional belief that domestic education is superior to 
foreign education. It played a key role, as described 
earlier, in the systematisation of the discourse 
reflecting the dominant devaluing definitions about study 
abroad. 
To summarise briefly: before World War I, study 
abroad in United States was a critical avenue for 
professional training for young men. 23B By the end of the 
nineteenth century, however, belief in the superiority of 
German universities began to decline, supplanted by the 
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impression that the developing curriculum of American 
universities could provide not only an adequate but even 
a better education. 239 As a result, fewer men went 
overseas to study abroad, preferring professional 
training at home. The era of the graduate male American 
pursuing professional study abroad was at an end. 240 
As the men stayed home, young American women began 
to travel in more organised ways. As previously 
described, by the end of the century, groups of women 
were led by professors on educational tours to visit 
Europe and pursue cultural interests. 241 Young men no 
longer went abroad in great numbers, unless they were the 
children of wealthy Americans, perceived to be following 
the Grand Tour tradition, as were the groups of young 
women. The American university ascended as the validated 
form of education, leaving foreign study at its 
periphery. 
Study Abroad Programme Models 
This verification of domestic education was 
expressed in some of the earliest discourse about modern 
study abroad. When Smith College began its programme in 
the 1920s, the faculty railed against the idea, reports 
Patricia Olmsted, Director Emeritus of Smith's Office of 
Study Abroad. The French Department in particular 
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questioned the feasibility of the Junior Year Abroad 
model, given their students' inability to integrate into 
the French system. 242 The Smith faculty voted against 
what they deemed a "wild" proposal. 243 Olmsted reports a 
Smith College dean as saying: 
The Junior Year is in large part a tool of 
general educational experience; language, 
places, museums, general know-how; not the 
development of critical powers and fine 
discriminating judgment on literary questions. 
The French Department at Smith can develop 
these powers for its students; in a comparable 
degree the Paris faculty cannot . . .244 
Faculty suspicion about the quality of study abroad was 
manifest from the start. 245 
A set of mutually exclusive values soon attached to 
the Junior Year Abroad. As discussed earlier, the model 
was connected to the elite Eastern women's colleges where 
such programmes first took shape. John Bowman describes 
these early programmes as "in part, a transformation of 
the European tour for young women into an academic 
experience. ,,246 The Junior Year Abroad soon became 
associated with an elite population studying less than 
serious academic subjects in the Grand Tour tradition. 
Academic disdain toward the Junior Year Abroad 
evolved because of these elitist associations. But 
admiration was also expressed that a Junior Year Abroad 
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provided the opportunity for students to be immersed in 
another culture and language. Richard Lambert typifies 
this admiration when, in his speech at CIEE's 41st Annual 
Conference, he noted as an obstacle for effective study 
abroad that most students are engaged for "a relatively 
brief period of time. ,,247 Lambert was implicitly praising 
the earlier model of a full year abroad. 
Goodwin and Nacht report that when faculty do 
articulate support for foreign study, it is often support 
for the junior year immersion model: 
Virtually by definition the American 
institution should not worry about the 
quality of the education the "immersed" 
student receives, except that it be the best 
the foreign country can offer. An authentic 
experience is the goal .... This model of 
study abroad and variants of it are defended 
with almost religious zeal by its 
supporters, who are mainly faculty members 
and study abroad directors at the 
institutions of origin. Its most 
enthusiastic advocates are found especially 
in prestigious highly selective colleges and 
universities. . . . Unless students can 
"engage fully" a foreign culture through 
access to the language, higher education, 
and an understanding of their surroundings, 
they will not be able to comprehend what 
they see. Their time would be better spent 
at home. 248 
Attitudes toward the Junior Year Abroad contradict one 
another. The model stands on the one hand as an example 
of high quality; on the other, as a frivolous and elitist 
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Grand Tour experience for wealthy women uninterested in 
advancing to a career. 
Faculty in host countries have participated in this 
discursive formation devaluing the Junior Year Abroad. 
Some have questioned the serious intent of these college 
juniors, younger than the majority of students at 
European universities. 249 Further, Barbara Burn notes, 
many professionals -- in u.S. and overseas higher 
education, in government and foundation positions 
"remain convinced that graduate study abroad is far more 
important than undergraduate, ,,250 because undergraduate 
education, and in particular undergraduate education 
abroad, does not involve the same focus, goals, or 
value. 251 Since U.S. study abroad has been experienced 
primarily by undergraduates, such value judgments pertain 
to it as well. 
The structure of u.S. study abroad programmes was 
modified significantly after World War II, with students 
being offered choices as to the length of study. Since 
then, the number of students going abroad for a semester 
or a summer has come to exceed by far the number of 
students studying abroad for a full academic year. 252 
These new models have left unchanged expressions of 
suspicion about the quality of study abroad programmes. 
As De Winter has stated: 
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The traditional partner universities in 
Europe place less emphasis on the results of 
a particular semester. In fact, there may 
be almost no work required to receive 
credit, and credits often do not even exist. 
European students are expected to study more 
on their own, in preparation for all-
important comprehensive exams after 6 or 10 
semesters. American students who enter such 
a system for just one or two semesters 
perceive a lighter work load. Unprepared as 
juniors for highly independent study 
methods, and distracted by the adjustment to 
a new environment, they appear to do less 
"academic" work than their friends back 
home. Professors, too, may share this 
perception, looking at study abroad programs 
as opportunities to get away from campus, 
with fewer responsibilities and a reduced 
workload abroad. 253 
As the Report of the National Task Force on Undergraduate 
Education Abroad concludes, "Faculty often do not 
recognize the academic legitimacy of the students' 
acti vi ties abroad. "254 
One newer programme model has added to this 
discourse of invalidation. Some researchers have noted 
that the foreign language skills of American students 
determine the level at which they may enter a host 
country's educational system, and foreign language skills 
have dropped among American students in recent years. 
John Bowman, summarising studies of foreign language 
study programme participants, notes: "Eighty-five percent 
in the 1930s were language majors, 54 percent in the 
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1950s, 50-66% in the 1970s but only 22% in 1984. ,,255 This 
declining interest in language study continues to the 
present. 256 
This development has had an impact on the perceived 
quality of study abroad programmes. "The lack of 
competence in foreign languages on the part of most 
American undergraduates constitutes a major obstacle to 
meaningful study abroad in countries whose first language 
is other than English," writes Barbara Burn. Responding 
to this problem, educators have established special, 
separate courses for U.S. students abroad. For example, 
in CIEE programmes established prior to 1990, three of 
eight programmes were taught in English. Of the nine 
programmes established since 1990, seven are taught in 
English and only two in a host country language (see 
Appendix A, Table 3.29, CIEE Enrollments by Country, 
Language, and Programme Span, 1973-92). Continued 
interest in English language programmes is demonstrated 
by offerings at Syracuse University, which in the 1960s 
was one of the first large private universities to become 
active in study abroad. 257 All six study centres operated 
by Syracuse and open for nationwide enrollment offer an 
English language track. 258 Finally, and most 
significantly, the survey conducted for the 1997 editions 
of Peterson's Study Abroad and Peterson's Summer Study 
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Abroad demonstrates that 59 percent of all programmes are 
taught with English as the primary language of 
instruction. 259 
While all these efforts have been designed to 
encourage more American students to study abroad, even 
given declining domestic enrollments in foreign language 
studies, English-language programmes have been perceived 
as weakening the academic quality of offerings overall: 
The ability to communicate with people in 
the host country is critical to gaining an 
understanding of that country and developing 
strong on-going relationships with 
individuals in it . . . Various approaches 
to study abroad can, however, help overcome 
the problem such as enrolling students in 
intensive language programs prior to their 
departure from the U.S. or on arrival in 
their host country. An alternative 
approach, organizing special programs for 
American students in foreign language 
countries which are mainly conducted in 
English and also teach elementary or 
intermediate skills in the host country's 
language, has the basic deficiency of 
insulating the Americans from the local 
students and culture. 2w 
Efforts to make study abroad appeal to a broader student 
base have drawn criticism from yet another direction. 261 
By increasing English-language offerings, study abroad 
coordinators have simultaneously introduced a new 
discursive practice that sustains disparaging beliefs and 
confirms the normalised view. 
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Institutional Issues and Practices 
This normalised view systematises with a series of 
institutional issues and practices reflecting negative 
views about study abroad. 
Goodwin and Nacht, in their study of American 
faculty interest in international exchange, chronicle 
many instances of parochialism, distrust, or intellectual 
arrogance among American faculty.262 They note that 
professional practices discourage faculty interest, since 
international education may not contribute toward 
promotion and tenure and many believe will actually harm 
professional progress: "Since international travel 
connotes both wealth and dissipation to many Americans, 
any overseas experience suggests the danger of incipient 
if not actual moral decay. ,,263 Time overseas can disrupt 
research, funding, and other activities, all affecting 
academic success. 264 Without faculty respect and 
institutional advocacy, study abroad remains invalidated. 
Josef A. Mestenhauser, Director of the Office of 
Academic Affairs and International Education at the 
University of Minnesota, states that American faculty 
rarely respect their colleagues' cross-cultural and 
international educational skills, feeling often that 
appointments in the field of international education have 
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been made in a serendipitous fashion -- because, for 
example, someone is available locally who has a Ph.D. in 
some glutted field, not because one has expertise in 
international education. 
Gender and credential evaluation of administrators, 
some argue, is another discursive component in judgments 
about study abroad. "We are a female-dominated 
profession numerically," says Mestenhauser, "but this 
doesn't mean we are a profession which supports women in 
senior positions. Because of the serendipitous nature of 
appointments and peripheral role of international 
education within higher education, secretaries or lower-
level administrators are often promoted to administrative 
positions, perpetuating the non-academic, 'mother hen' 
image of international education advisors. ,,265 
A 1990 NAFSA survey of its membership helped assess 
the prestige, visibility, and role of study abroad 
professionals in the higher education field. In the 
SECUSSA section, which is the study abroad professional 
section of NAFSA, the survey demonstrated that the 
majority of practitioners in the field were women; the 
majority did not have Ph.D.s; and the majority earned 
under $ 4 0, 000 per year. 266 While women may be the 
majority among administrators in international exchange 
offices, they rarely wield influence on the senior 
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faculty and administrators. In 1989 Phi Beta Delta, the 
national honor society for study abroad participants, 
canvassed its membership of 2,400 administrators. Of 
them, 1,357 were women. Of those, only 206 held the 
title of ndirector."2~ Salary levels, reported in the 
NAFSA newsletter in 1990, also reflected gender 
differences: nReported salaries demonstrate that men earn 
more than women. "268 
Even aside from gender connections, figures show 
that salaries in international education administration 
do not rank well with those in other administrative areas 
of higher education. Peter Loew of NAFSA compiled median 
salary figures, based upon job announcements listed by 
NAFSA269 from 1991 through 1995: 
Entry Level Programme Assistant: $20,400 
Study Abroad Coordinator: $26,000 
Study Abroad Adviser: $27,000 
Foreign Student Adviser: $26,500 
International Programme Director: $34,250 
According to the College and University Personnel 
Association salary reports for 1996-97, among the 53 
categories of academic administrative appointments, only 
11 were paid a salary lower than those for positions in 
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international education, while 79.3 percent were paid 
more. 270 Low salaries reinforce invalidation. 
Poorly paid staff in international education offices 
also suffer from the relatively low support services 
described earlier in this chapter. 271 This was 
exemplified by Carol Lazzeri's Internet posting through 
SECUSS-L,272 asking for information about the structure of 
study abroad programmes. She received thirty-one 
responses, sixteen from private schools and fifteen from 
public, in a range of size from 500 to 30,000 
undergraduates. Among those schools, an average of 3.3 
percent of students studied abroad. Fourteen respondents 
stated that their programme budgets were expected to 
break even; all expressed a struggle to meet budgetary 
expectations. "The most interesting (and distressing) 
results," Lazzeri reported, "were to the questions about 
the number of full-time equivalent staff in the study 
abroad office. . . . The average number of professional 
staff is 2.1, and the average number of support staff is 
1.3 in our study abroad offices."273 These practices 
systematise and, in Foucault's terms, perpetuate the 
definition of study abroad as a less significant, lower-
quality alternative to study at home. 
Funding practices add to this conception. At 
American institutions, funding is linked to worry over 
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the loss of home campus tuition when students study 
abroad. Faculty express worry not only about losing 
their best students to study abroad, but also about 
decreased enrollments in their classes. 274 Students going 
overseas through their own campus-operated programmes may 
pay tuition directly to their home institutions, yet the 
campus will lose some funds when it pays the cost of the 
student's overseas experience. Other campuses face the 
loss of all tuition and fees when students go abroad on 
programmes not operated by their home campus. Given the 
financial stress that American higher education has 
experienced, this loss of tuition has emerged as a 
critical issue in the field of study abroad27s and a new 
discursive factor, reinforcing the traditional belief 
that staying home is better. 276 
Fears of tuition loss have compounded with budgetary 
limitations, low salaries, gender- and credential-
associated devaluation, and faculty anxieties to further 
validate domestic education. Associating this view with 
perceptions that study abroad is a woman's activity and 
insignificant to academic and professional training, 
American administrators are empowered to regard domestic 
education as superior and to minimise support for study 
abroad. This marginal support, in turn, helps sustain 
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the belief that this is an insignificant activity, 
unworthy of support. 
In sum, although early American educators regarded a 
European education as essential to professional training, 
discourse from the start affirmed the better quality of 
domestic over foreign education. This disregard for 
foreign education found support in the corresponding 
traditional beliefs that defined study abroad as a 
European Grand Tour and a Eurocentric liberal arts 
programme, providing cultural enrichment for wealthy 
women who hold no professional ambitions. The Junior 
Year Abroad accrued its negative discursive associations 
as the curricular offerings of American universities 
evolved in scope and in the respect they garnered. 
Efforts to teach study abroad programmes in English, to 
broaden their appeal and array of offerings overseas, 
increased skepticism and further marginalised study 
abroad. 
Foucault argues that men govern by instituting 
practices that reinforce a defining episteme277 --
practices that sustain their visions of themselves,278 
define what is acceptable and unacceptable, and support 
the power of the norm. 279 American educators have been 
empowered with a vision of the superiority of their 
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institutions over any elsewhere in the world, and that 
vision marginalises study abroad. 
Indeed, this marginalisation is confirmed by each of 
the traditional beliefs described in this chapter, both 
individually and as they rationalise together. It is 
sustained with common themes within the beliefs that 
create a dominating vision, systematising to cross that 
"threshold of epistemologizationff28o that generates an 
episteme: 
• Women are cultural guardians; therefore, their 
education is focused on cultural training not 
the world of work. 
• The curriculum of study abroad is liberal arts 
study. 
• Liberal arts education, when pursued by women, 
is done so to train them as handmaidens, not 
for a professional life. 
• Women do not have serious academic interests or 
professional training interests and since they 
predominate in study abroad, study abroad must 
not offer these opportunities. 
• Study abroad is a Grand Tour, pursued by 
wealthy women who can afford the tuition at the 
wealthy liberal arts institutions that 
182 
organising study programmes; therefore foreign 
education is lacking in significant functional 
purpose, since these women, by definition, do 
not train for the world of work. 
• The Grand Tour, associated with a European 
tradition of travel by the wealthy, means a 
Eurocentric curriculum and European locations 
often support less than serious study 
programmes. 
• Serious education in the twentieth century and 
after -- education offering strong academic and 
professional preparation training -- is to be 
found in domestic, not foreign, institutions, 
because of the superior curriculum and 
structure of American universities. 
• Study abroad is not worthy of substantial 
support within higher education because it does 
not meet the needs of the majority of students, 
who are seeking the academic and professional 
training best offered domestically. 
These themes, persistent in the discourse of the 
academy, as this chapter has described, gave rise to the 
statements, or traditional beliefs, which together 
produced and have sustained an episteme according little 
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respect to the academic quality or significant function 
of an education abroad. 
Conclusion 
For Michel Foucault, the purpose of inquiry is to 
contextualise from its fields of discourse the 
foundations of an episteme, revealing the discursive 
circumstances that generated it and exposing the power it 
endows. 281 This has been the task of this chapter. 
Adapting Foucault's concept of archaeological 
investigation, this chapter demonstrates that the 
domestic community was and remains empowered by a 
constellation of traditional beliefs which systematise to 
constitute a devaluing episteme and abnormalise study 
abroad as academically weak and without significant 
functional, particularly professional preparation, 
purpose. 
These traditional beliefs emerged from their 
discourse fields, associating with perceptions about the 
American mission, the quality of American education and 
the nature of its curriculum, the role of women, and an 
ongoing egalitarianism282 to devalue study abroad. As the 
thematic summary suggests, these traditional beliefs 
reinforce and sustain one another: study abroad is a 
European Grand Tour for wealthy women who pursue the 
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Eurocentric liberal arts study in academically weak 
programmes for purposes of cultural pursuit devoid of 
serious academic or professional preparation intent. 
Grounded in the discourse of historical circumstance, 
such beliefs endow domestic education with the power of 
normalcy and the respect and resource allocation that 
thereby accrue. They marginalise foreign education, 
which exists outside the norm and is thus regarded as 
unworthy of institutional support. 
Traditional beliefs about study abroad are the 
inverse of the normalisation of domestic education. In a 
nation energised by a vision of its mission to grow to 
greatness in the world, educational institutions became 
partners in its 'manifest destiny.' 283 The energy and 
vision within American institutions -- from the start 
dubious about Europe, even if dependent upon it to 
educate leaders -- gave rise to a revolution in higher 
education, generating a new and sometimes uniquely 
American curriculum, grounded in the need to train men to 
solve the problems of the nation. 284 The emergence of the 
universities and the respect accorded them by the culture 
produced the rejection of Europe as the necessary site 
for education. Men stayed at home and at home, men 
from many walks of life had access to higher education. 
Egalitarianism spread, if not to gender, at least to 
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social class. By the end of the nineteenth century, the 
tradition of male European study abroad had ended, and 
the European experience was relegated to women who sought 
culture and social status through an elitist Grand Tour 
tradition. This tradition was anathema to the emerging 
domestic philosophy of education and America's vision of 
itself as a truly 'New World.' 
It was within this cultural context that modern 
study abroad programmes emerged after World War I. 
Offering training through the liberal curriculum, the 
academic content of study abroad returned to colonial and 
early nineteenth-century forms of education -- training 
grounded in liberal study. Its female constituency was 
perceived as frivolous, certainly not the audience for 
whom the new developments in domestic education were 
intended to serve. And the institutions most frequently 
supporting it -- the private women's colleges -- were 
viewed in the traditional discourse as secondary, because 
they were not training men for a public life. 
Study abroad programmes, created most frequently by 
the private and expensive women's colleges, offered a 
Eurocentric liberal curriculum. They appeared to turn 
their backs to the new pride and excitement about the 
quality of American education and instead sent students 
to Europe. In summary, these programmes, so avidly 
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supported by the institutions that created them, flew in 
the face of America's vision of itself and its 
educational system. The traits that were perceived to 
define the programmes, through discursive association, 
condemned them. The episteme devaluing study abroad as 
academically weak and without a professional training 
function emerged, clear and unchallenged by any powerful, 
normalised voice. 
Chapter One identified the hopes articulated by 
policy makers that study abroad would become central to 
the mission of American education, not continue to 
function at its periphery. Yet study abroad continues to 
play a marginal role, suggesting that study abroad has 
not yet found support from the empowered domestic 
community. 
For Foucault, the consequence of archaeology is the 
possibility that new discourse might lead to epistemic 
mutation and the reallocation of power. 285 Such a 
reallocation of power is the goal of policy makers, who 
wish their voices to be heeded. Yet the power endowed by 
traditional beliefs affects individuals' lives,286 namely 
academic sponsors and participants of study abroad. The 
faculty and administrators who have supported study 
abroad programmes and the students who have participated 
in them have been disenfranchised by the status quo, the 
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value they might perceive for their experience left 
unacknowledged. Their alternative discourses about the 
nature of an education outside domestic boundaries 
challenges the national vision, and their voices are 
diminished or excluded by the normative power endowed by 
the episteme. Chapter Four will explore their 
alternative discourses, to identify the beliefs they 
manifest about the nature and value of study abroad. 
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In some ways, the shipboard model emulated features of the Junior 
Year Abroad model: courses were offered for undergraduate students 
("The College Cruise Around the World," University Travel 
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universities taught courses on the ship -- courses in the liberal 
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academic institution. Though initially Lough sought and received 
sponsorship from New York University (Liebhardt, 178), NYU withdrew 
its support before the first voyage. Many on the faculty at New York 
University were suspicious of the idea of a floating university 
(ibid., 78). Indeed Lough was fired from New York University when he 
returned from his first voyage (ibid., 78). While documentary 
material states the programme received a charter from the New York 
Department of Education to operate a university on ship (ibid., 78), 
this cannot be confirmed today in the Department of Education's 
records (Sherry Seyffer, New York State Department of Education, 
Albany New York, interview, 13 April 2000). Students might apply to 
their home universities to be awarded credit for the work done on 
board ship but the programme, itself, could not award credit (Sixth 
Annual Floating, 9; "The College Cruise Around the World" [n.p.: 
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University Travel Association, 1928], 34). The programme was open to 
any student in preparatory school (pre-college level), any 
undergraduate, or any graduate student, regardless of academic 
abilities (ibid., 9). The cruise was open to non-students as well, 
who were offered "General Lectures" (ibid., 9). Parents and others 
were invited "to join to see the world in a leisurely manner and 
listen in on any of the lectures in which they are interested" 
("College Cruise Around the World," 6). The cruise was very costly: 
$2500 to $3700 for the year (ibid., 43), explained as "necessarily 
somewhat higher than the cost of the average World Cruise, but very 
considerably less than the combined costs for attending land 
universities and an extensive world tour" (Sixth Annual Floating, 5). 
The cruise was advertised in popular literature, sometimes in 
conjunction with vacation travel advertising (Time Magazine 
advertisement, "College Cruise Round the World" [magazine 
advertisement], Time 9:20 [16 May 1927], 35). In its first few 
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advertisement; Watson, correspondence, 13 April 2000), but when an 
insufficient number of men signed up, it was opened to women (Watson, 
correspondence, 13 April 2000). Thus, of the 504 students on board, 
the first cruise in 1926, this programme experienced a very different 
ratio from that typically seen in modern study abroad programmes: 
4:1, with males in the majority (Watson, correspondence, 12 April 
2000, reporting archival material developed from a reunion of alumni 
from the 1926 voyage, 18 September 1976, Queen Mary Hotel, Long 
Beach, Calif.) (Documents confirming gender ratios on other cruises 
are not included in the archival material; the organisation 
sponsoring the trips no longer exists; and searches are ongoing 
currently to supplement existing records) . 
Some traits of this programme did reflect the emergence of the 
modern study abroad Sorbonne model. Many traits reflected the 
concept of the Grand Tour described in this chapter, however, 
including the cruise's association with wealth, leisure, culture, and 
extensive travel. Its structure reflected the description John 
Bowman gave to the remnants of the male Grand Tour tradition, carried 
on by the sons of wealthy men, referred to earlier in this chapter 
(Bowman, Educating, 13-14). The cruise was advertised in popular 
journalistic publications and stories about it were reported in the 
popular press (Liebhardt, "History," 178), so its existence was part 
of the broader public discourse contributing to the image of 
education overseas. 
Nonetheless, the cruise did not fit the academic model of 
modern study abroad that emerged after World War I. It was rejected 
as a model for credit-bearing sponsorship by an American higher 
education institution. And this model did not enter the discourse 
about study abroad that evolved within the higher education community 
after World War II. For example, there is no mention of this 
programme model in the only history of study abroad to date, Bowman's 
Educating American Undergraduates Abroad, or other historical 
summaries, for example, Mary Elizabeth Conway Gwin's Study Abroad 
Advising (1985). References by leading international educators to 
the history of study abroad in the United States, described in this 
chapter, make no reference to this model. William Hoffa, author of 
the SECUSS-L history project, reported only passing reference to the 
programme in materials collected for the project (Hoffa, email 
network discussion, 11-14 April 2000). 
This model did re-emerge in the 19605 and eventually became 
'Semester at Sea' (Liebhardt, "History," 173). In its contemporary 
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format, seeking affiliation with an accredited academic institution 
(Liebhardt, "History," 180-186) and imposing academic requirements 
for admission to the programme, designed for college level 
undergraduates (see programme website at URL http:// 
www.semesteratsea.com). Enrollment Manager Paul Watson confirms that 
the gender ratio among participants in the Semester at Sea Program 
now consistently reflects the gender ratio in modern study abroad 
programmes, with women routinely two-thirds of the enrollment 
annually (Watson, correspondence, 13 April 2000). 
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education-related activities abroad. Dr. Hoffa's effort is to gather 
a broad range of data describing activities extending beyond study 
abroad: "the broader scope of my work is 'education abroad' in all of 
its manifestations, so I am also trying to learn about American 
student participation in experiental programs -- e.g., volunteerism, 
work projects, internships, etc. -- which are organized in the U.S. 
or overseas but do not necessarily result in the award of credit." 
The majority of these efforts do not include the junior year 
abroad model that entered the discourse about study abroad. They do 
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as well, American and other national efforts to establish special 
programmes, not necessarily as sites for American students, and 
describes the other study abroad models discussed in this endnote. 
Dr. Hoffa's list is as follows: 
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1882: Indiana University sponsors "Tramp Cruise" 
for students (credit award status unknown) 
1898: "Princeton in Asia" (volunteer programme) 
1905: Center for Study Abroad-Fudan University 
programme in Chinese language and culture begins 
1910: London School of Economics begins the 
"General Course" (one-year, for non-degree graduate 
students from other countries); American-
Scandinavian Foundation founded 
1917: Mozarteum International Summer Academy, 
Salzburg, Austria begins; Siena University per 
Stranieri, Italy, begins; "Workcamps" in Europe 
started 
1918: University of Paris (Sorbonne) begins special 
courses for foreigners ("Cours de civilization"; 
see this chapter for further information) 
1919: American University in Cairo founded (date of 
American enrollment as yet unidentified) 
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1920 or 1931, date unconfirmed: College 
International de Cannes, France 
1921-22: University of Vienna begins Summer and 
Academic Year courses ("Wiener International 
Hochschulkurse") 
1922-23: Cambridge University begins Summer Term 
(for foreigners) 
1923-24: University of Delaware programme in Paris 
begins (JUNIOR YEAR ABROAD INSTITUTION) 
1924-25: Marymount program in Paris begins (JUNIOR 
YEAR ABROAD INSTITUTION, seven female students in 
initial enrollment) 
1925-26: Smith programme in Paris begins (JUNIOR 
YEAR ABROAD INSTITUTION); Rosary College programme 
in Fribourg, Switzerland begins (JUNIOR YEAR ABROAD 
INSTITUTION, four students); University of 
Heidelberg begins summer courses for foreigners; 
American School of Classical Studies at Athens 
founded 
1926-27: "World University Cruise" (see above, in 
this endnote) 
1927-28: Committee on the Junior Year Abroad 
founded by the Institute of International 
Education, led by Stephen Duggan and including the 
presidents of the University of Delaware and Smith 
College 
1930-31: Marymount programme in Italy (Rome) begins 
(JUNIOR YEAR ABROAD INSTITUTION); Smith programme 
in Spain (Madrid) begins (suspended 1936; JUNIOR 
YEAR ABROAD INSTITUTION) 
1931-32: Smith programme in Florence begins; 
Courtauld Institute of Art (London, for 
postgraduates) 
1932-33: Experiment in International Living founded 
by Donald Watt (summer programme, family stay); 
University of Delaware begins Germany programme (in 
Munich, discontinued as a Delaware-sponsored 
programme in 1934, JUNIOR YEAR ABROAD INSTITUTION); 
Banff Centre for the Arts, Canada, summer programme 
begins; Marymount programme in Rome begins (JUNIOR 
YEAR ABROAD INSTITUTION) 
1934-35: "Delaware" programme in Munich continues 
under sponsorship of an independent committee until 
1938-39, when it operated for a year in Switzerland 
before being discontinued until after the war. 
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1938-39: University of Delaware begins programme in 
Switzerland (JUNIOR YEAR ABROAD INSTITUTION) 
1939-40: all Europe programmes canceled; Indiana 
University offers an alternative programme in 
education studies in Mexico 
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Chapter Four 
~ternative Discourses: The Voices of Sponsors and 
Participants 
Alternative discourses about study abroad exist 
within the marginalised sub-groups of the academic 
community who support this activity, yet the vast 
majority of the American academy ignores those voices. 
While the prevailing view of the academy is disdain for 
study abroad as academically weak and functionally 
irrelevant, this chapter will demonstrate that the 
faculty and students who pursue it see it as an 
academically demanding experience and an important avenue 
for professional preparation. Faculty see a unique role 
for study abroad, too, as a form of education which can 
contribute to international peace. 
Michel Foucault recognised the existence of 
alternative discourses and recommended exploration of 
these discursive communities to identify their unique and 
often obscured knowledge -- their alternative beliefs. 
He encouraged an historical approach that stepped away 
from the idea that an event might be explained by a 
Platonic vision of the transcendental or by historical 
precedent, encouraging the historian to listen instead to 
the voices of the time. He labeled this investigation 
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'genealogy. ,1 Genealogy includes inquiry conducted to 
identify dissenting views, which often go unrecognised 
and invalidated; an inquiry that illuminates the beliefs 
of participants in an event, and particularly the beliefs 
of those whose knowledge is counter to the norm and thus 
not respected. 2 The faculty and administrators who have 
organised or supported study abroad programmes and the 
students who have participated in those programmes hold 
dissenting views about study abroad. Adapting Foucault's 
genealogical perspective, this chapter illuminates their 
beliefs. 
Parts One and Two of this chapter will examine the 
goals and expectations articulated by the faculty and 
administrators. Part One will identify their views about 
the academic quality of students they have sent abroad 
and the programmes they have constructed and supported. 
Part Two will analyse the functional purposes articulated 
by sponsors about study abroad programmes. 
Parts Three, Four, and Five will turn to an 
illumination of the motivations and expectations of 
participants. The discourse of female participants, 
around whose presence much of the marginalising 
constellation of traditional beliefs and the episteme 
they produce has been built, will be a focus of this 
inquiry. 
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Part Three will bring to light a discourse of 
commitment to study abroad, despite the difficulties of 
pursuing it. Part Three shows how participants value the 
experience. Parts Four and Five will explore the 
alternative discourse of participants: their academic and 
career motivations, their view of the quality of study 
abroad, and their functional purposes for seeking 
overseas education. 
Foucault's methodologies for inquiry reveal the 
power of discourse. Archaeological inquiry, the work of 
Chapter Three, contextualises the foundations of 
epistemic development, diagnosing why statements, or 
traditional beliefs, form together to produce an episteme 
that emerges with the authority to normalise and exposing 
how particular visions are empowered by it. Genealogical 
inquiry gives voice to those excluded from power, the 
contradictory beliefs excluded by the majority. For 
Foucault, these methods of inquiry carry with them the 
possibility that change can occur in what is believed and 
who has power. 3 This thesis now turns to the alternative 
discourse. 
Part One. Sponsor Discourse and Practice: Beliefs about 
the Academic Quality of Study Abroad 
The discourse of faculty and administrators who have 
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created or supported study abroad programmes for their 
students, including their female students, is largely an 
ignored discourse in an academic world where almost 99 
percent of the undergraduate student body complete their 
entire education in the United States. 4 Part One will 
bring to light alternative beliefs about the academic 
quality of study abroad, manifest in the discourse and 
practice of its sponsors. This examination will include 
an analysis of the academic abilities of students for 
whom sponsors created programmes; the stated academic 
goals and standards of early programmes and contemporary 
programmes; a survey of admission and foreign language 
requirements; and an analysis of the academic calibre of 
institutions sending students abroad. 
First, two historical cases will be examined: the 
University of Delaware/Sweet Briar College, introduced in 
Chapter Three,s illustrating a coeducational programme; 
and Smith College, illustrating an all-female programme. 
The study abroad programme begun by the University of 
Delaware and continued after World War II at Sweet Briar 
College offers the most thorough set of data, anecdotal 
and statistical, to be found on the history and current 
state of U.S. study abroad. As a coeducational 
programme, it offers the opportunity to reveal beliefs 
about the quality such a programme should offer to both 
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men and women. Smith College presents a programme almost 
as long-lived as that of Delaware/Sweet Briar, yet 
established and maintained by a women's college for 
female participants only. This offers the opportunity 
for an analysis of the beliefs of sponsors about the 
purposes of women's education through study abroad. 
Chapter Three identified a constellation of 
traditional beliefs which devalue study abroad, not least 
as an arena for women who are uninterested in high-
quality academic study or serious professional 
preparation. This chapter will illuminate beliefs within 
the marginalised community of supporters that define 
women as capable and serious students, at home and 
abroad. It will show that in this community of belief, 
overseas study programmes are held to offer high-quality 
educational opportunities not available in the United 
States. 
Programme Origins and a Discourse of Academic Quality: 
The University of Delaware Model 
Just as traditional beliefs about study abroad began 
to form with the emergence of the modern programmes after 
World War I, so did the development of an alternative 
discourse. This section indicates that from the start, 
this discourse conceived of women participants as 
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academically capable students. 
In his history of study abroad, John Bowman observes 
that the Junior Year Abroad programme established during 
the presidency of Walter H. Hullihen in 1923 at Delaware 
College (later the University of Delaware) was an 
exception to the rule that only women's colleges 
established study abroad programmes. 6 Indeed, one 
critical decision considered at Delaware was whether to 
include women in the programme. That decision was made 
deliberately and in full awareness of the academic rigour 
of the courses being planned. Writing in 1923, Professor 
R. W. Kirkbride, programme founder, addressed the 
question of admitting women and noted that there was no 
reason not to, as they would benefit as much as men and 
their needs would be accommodated with the same academic 
offerings. 
Kirkbride noted that the female candidates for the 
programme were of the highest academic ability. "I know 
of two Women's College students who would probably make 
the trip, Miss Catherine Dougherty and Miss Mary Kreuger. 
Both are brilliant French students I also have an 
application from a brilliant girl student of Westminster 
College, New Wilmington, Pa."7 He did not differentiate 
between the academic prowess of male and female students, 
and he expected the highest achievements from both. 
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The historic record reflects the concern expressed 
by the Delaware programme founders about the academic 
rigour of their new design. As Francis M. Rogers points 
out, American colleges were wary of granting credit for 
work not done within their walls, so "The institution 
sponsoring the group . was expected to maintain the 
highest standards and to assure the student's American 
college that a year's work had in fact been 
satisfactorilyaccomplished."e Delaware sponsors 
instituted practices to ensure supervision for the 
programme and to immerse students in several months of 
language training at the University of Nancy prior to 
their enrollment in the specially designed 'Cours de 
Civilisation' at the Sorbonne. 9 (For a full description, 
see Appendix C: Sketch of Foreign Study Plan.) 
The University of Delaware archivist, John M. 
Clayton, Jr., summarising the materials from that 
institution's early foray into study abroad, states that 
Hullihen decided to start a study abroad programme 
because of the nation's great economic, commercial, and 
political growth. 10 Hullihen's intent was a strong 
academic programme with purposeful career preparation 
training. 11 
Delaware's first group studying abroad numbered 
eight men. They were chosen for their "intellectual 
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gifts, mature character, industrious habits and 
linguistic ability. ,,12 In the second year, the prograrmne 
enrolled seven students, four men and three women, two 
doing graduate work. 13 The prograrmne grew quickly, in 
part because it attracted participants from other 
schools, to the point that University of Delaware 
students represented a minority. In those early years, 
the prograrmne was considered an important service 
provided by the University of Delaware to the higher 
education cormnuni ty .14 
The Delaware plan for an academically rigorous 
prograrmne was reflected in student evaluations of the 
prograrmne in the first decade. In 1933, the University 
of Delaware Cormnittee on Foreign Study surveyed its 
alumni, hoping to identify the benefits and most 
important features of the Foreign Study Plan. They 
contacted the 383 members of the Association des Anciens 
Etudiants des Groupes Delaware en France, 245 of whom 
were women; 127 of those women responded to the survey. 
Of those, 112 women (or 88.19 percent) responded 
positively to a question that asked whether the prograrmne 
provided a scholastic benefit, 15 representing for the 
Delaware prograrmne sponsors the fulfillment of their 
goals. 
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Programme Origins and a Discourse of Academic Quality: 
The Smith College Example 
Deliberately mirroring the University of Delaware's 
success,16 Smith College began a programme in Paris in 
1925,17 organised at the instigation of its Scottish-born 
and Scottish-educated president, William Allan Neilson. 18 
Neilson's discourse reflects a commitment to quality 
education and to education for quality students. He 
created a 'Smith Special Honors' plan, which became an 
influential model for honours programmes. As part of his 
vision of education for the strongest of students, 
Neilson proposed a Junior Year Abroad programme. 19 
Neilson himself had come to North America in pursuit 
of education,20 and he wanted the new study abroad 
programme to be designed for top-quality students. For 
Neilson, personally involved in developing the programme, 
"The Junior Year Abroad was another device for the better 
education of the better student," arising out of 
"expanding internationalism in American thinking after 
World War I."21 Neilson visited Paris during the 
programme's first year and frequently thereafter. By 
1931, Smith College had established a Junior Year in 
Spain; by 1932, a Junior Year in Italy.22 
From the first, the students involved in smith 
College's Paris programme were described as academically 
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serious. A letter from Helene Cattanes, a Smith College 
professor of French whom Neilson appointed to organise 
the programme, describes the students as joyful, ready to 
observe, and avid to learn and understand. 23 For these 
students, the new Sorbonne model was implemented24 (as 
described in Chapter Three) and the Sorbonne designed an 
array of humanities courses in French civilisation, 
literature, history, art, the history of science, 
philosophy, and social science courses on political and 
social institutions, all conducted in French. Students 
also spent two months in intensive language study at the 
University of Grenoble. They lived with families, an 
arrangement intended to plunge them into French life 
while still upholding Smith's strict standards of conduct 
and academic quality.25 In the words of the French 
Department Chair, the early Junior Year Abroad in Paris 
offered "intellectual adventure, ,,26 solidly academic 
through careful coaching by faculty.27 
Smith students, like those from Delaware, enrolled 
in the Sorbonne's 'Cours de Civilisation Franyaise.' 
Smith administrators coordinated their Sorbonne work so 
that all credits would transfer and contribute toward the 
baccalaureate degree. Thus the Smith programme, designed 
as an honours experience,28 met the criteria John Bowman 
established for an educational experience that 
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transcended the Grand Tour tradition: it set high 
academic standards and expectations for its participants. 
And it was a programme designed with these features to 
serve an entirely female constituency. 
Programme Origins and a Discourse of Academic Quality: 
The Sweet Briar Programme 
Smith College's programme exerted a formative 
influence on discourse and practice in early U.S. study 
abroad. The model -- a strong academic programme for 
capable students at a women's college -- continued, and 
institutions including Yale and Harvard expressed support 
as the Institute of International Education'S Committee 
on Study Abroad supervised the transfer of the programme 
from the University of Delaware to Sweet Briar College, 
an all-female liberal arts college in Virginia. 29 Both 
Meta Glass, College President when Sweet Briar initiated 
the takeover of the Delaware programme, and her 
successor, Martha B. Lucas, went on record to express 
commitment to strong academic programmes. These two 
administrators supported Joseph Barker, the French 
professor who had before World War II served as a 
resident director of the University of Delaware programme 
and who developed it further for Sweet Briar College. 
Barker believed the programme, whether Delaware or Sweet 
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Briar sponsored it, offered academic quality and 
professional development for strong students. 3o 
Sweet Briar maintained an "enviable record for 
academic vigor," according to College President Harold B. 
Whitman, Jr., reviewing the programme in 1973. 31 Whitman 
continued: 
Sweet Briar is blessed to have had persons 
with the foresight to continue the program 
at a moment when it was threatened with 
disappearance; we are also blessed to have 
had persons with the standards and the 
fortitude to make it into an extremely 
valuable educational experience for all its 
participants, as well as one of the 
College's greatest assets. 32 
The stated principles of the Sweet Briar programme 
which, like Delaware and Smith, influenced many other 
programmes to come -- included "careful selection" of 
undergraduates, educational counseling while overseas, 
registration in regular courses at the foreign university 
as well as special courses for programme participants, 
and periodic tracking of student progress by the home 
institution. 33 Students were required to have achieved at 
least a 3.0 average (on a 4.0 scale) in French courses 
and a minimum 2.5 average in college work as a whole. 34 
Today Sweet Briar maintains its programme for higher-
achieving students and admits only students with a 3.0 
average or better in all courses, continuing to 
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articulate the conception that programmes should be 
designed to serve capable students. 
Programme Origins and Discourses of Academic Quality: 
Marymount, Rosary, and Other Early Programmes 
Founders of the other early study abroad programmes 
established at American women's colleges -- Marymount 
College and Rosary College -- describe motives similar to 
those stated by founders at Sweet Briar College, and 
Delaware and Smith before that. Marymount College, a 
Catholic women's college in Tarrytown, New York, 
initially decided to establish a study abroad programme 
in 1921. The Marymount nuns faced difficulties, 
including real estate problems. 35 They persisted, feeling 
that the programme was important to their school, and 
finally established 'Marymount in Paris' in 1924. 36 
According to Sister Rita Arthur, International Education 
Director Emeritus of Marymount College, the study abroad 
programmes were always set up with an emphasis on high 
academic standards, offering, some claimed, a much more 
focused scholarly programme than any at Marymount 
itself. 37 
Rosary College, a women's college organised by the 
Dominican Sisters in River Forest, Illinois, established 
a study abroad programme in 1925. Participants resided 
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in Fribourg, Switzerland, and studied French, literature, 
religion, philosophy, history, and English at Fribourg's 
Institut des Hautes Etudes. World War II interrupted the 
programme, but plans to reopen in 1947 inspired the 
publication of a college brochure, describing the 
programme and giving a glimpse at the academic 
expectations of its sponsors. "Who should study abroad?" 
the brochure asked, answering: "A Serious Student." The 
brochure then addressed traditional belief directly: 
The Junior Year Abroad should not be 
confused with the traditional Grand Tour. 
It is not a 12-month holiday devoted to the 
accidental assimilation of culture and the 
deliberate enjoyment of leisure. 
Only students who can convince 
themselves and their teachers of the 
seriousness of their work should consider 
the Fribourg Foreign Study Plan. 38 
Appropriate candidates, the brochure stated, "must be 
young women of character and of studious habits. They 
must have completed, as better-than-average students, at 
least two years of college work and be disposed to do 
earnest studying while abroad."39 Rosary College 
administrators and faculty evidently sensed the nascent 
traditional belief that study abroad provided a 
dilettantish Grand Tour experience, and they felt the 
need to make clear that their intentions, and thus their 
programme, were quite different. 
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Indeed a review of scholarly articles prior to World 
War II by and for those interested in study abroad 
revealed no discourse describing these junior year abroad 
programmes as cultural enrichment experiences in the 
Grand Tour tradition. 40 Instead the discourse of faculty 
and administrators who sponsored all these early 
programmes -- Delaware, Smith, Rosary, Marymount, and, 
after World War II, Sweet Briar -- consistently defined 
them as academic experiences designed to challenge the 
most able students, including the women. 
Post-World War II Discourses of Academic Standards 
This interest in strong academic programmes, which 
continued to be manifest in the discourse and practice of 
programmes such as the Delaware/Sweet Briar model after 
World War II, is reflected as well in more contemporary 
programme development. The record of the International 
50,41 those fifty American liberal arts colleges that 
define themselves by their commitment to 
internationalisation, offers a discourse describing this 
commitment. Academically strong study abroad offerings 
represent the very peak of excellence at these schools. 
Faculty who teach in the International 50 believe 
"[t]hese colleges attract students because of the 
strength of their international programs. ,,42 
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The International 50 take pride in noting that while 
the total number of U.S. students seeking degrees in 
foreign languages and foreign area studies decreased by 
38 percent between 1972 and 1988, the number of degree-
seekers in these areas at International 50 colleges 
actually increased by 13 percent over the same period. 
Reviewing their entire commitment to international 
education with study abroad as a component, the 
International 50 note that their graduates are at least 
three times more likely to have studied abroad during 
their undergraduate years than their peers nationally.43 
Other contemporary study abroad programmes reflect a 
similar discourse of commitment to academic rigour and 
capable students. In the regular academic-year 
programmes offered by the Council on International 
Education Exchange, undergraduate admission typically 
requires a grade point average of B- or better. 44 Beaver 
College, historically admitting more U.S. students to 
British university programmes than any other U.S. 
institution, requires an average grade point of 3.0 (or 
B) for admission to the majority of its programmes 
abroad. 45 
The CIEE Baseline Survey of international education 
administrators asked study abroad advisers which criteria 
counted the most heavily when they evaluated student 
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applications to programmes. Important criteria included 
faculty recommendations, previous language study, 
personal attributes, and essay writing. But the most 
frequently cited criterion was academic standing, 
reflected in grade point average (see Appendix A, Table 
4.1, CIEE Baseline Survey, Question 31: Rate the Factors 
Determining Student Eligibility for Study Abroad) . 
NAFSA's Guide to Education Abroad for Advisers and 
Administrators, a widely used guide for study abroad 
advisers published by their professional association, 
reflects and sustains the beliefs of the sponsor 
community. It includes a description of programme 
participants as very capable: "study abroad students 
exhibit above-average scholastic performance"; for 
admissions, the guide continues, "most programs 
require a grade of B, or a 3.0 cumulative grade point 
average. "46 (Also see Appendix A, Table 4.3, GPA 
Requirements for Admission to Leading Study Abroad 
Supplier Institutions.) 
Literature describing students as academically 
competent is part of the discourse that sustains a belief 
within the sponsor community that study abroad is for 
capable students. In a 1990 study, Elinor G. Barber and 
Barbara B. Burn found that "[s]tudy-abroad students, 
especially those in academic year programs, exhibit 
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above-average scholastic performance and consider 
themsel ves strong academically. 1147 Study abroad students 
were reported to be superior academically during the 
whole of their college career as well as in the year in 
which they pursued foreign study. 
Programme participants frequently stress that an 
important reason for wanting to study abroad is academic, 
and that academic reasons drive their choices among 
programmes. The survey of Sweet Briar alumni reveals 
that the women participants frequently identified 
academic interest as their motivation. 
Tab1e 4.4 
Sweet Briar Survey, Question 19 
Were any of the f0110wing factors important in he1ping you to decide 
to go abroad? 
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Both male and female participants sought academic 
guidance to identify which programme to attend, turning 
typically to academic faculty to help them as they made 
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their decisions. (See Appendix A, Tables 4.5 and 4.6, 
Sweet Briar Survey, Question 23: How did you hear about 
the Sweet Briar programme? and Question 24: Who/what 
influenced you to attend this programme?) 
A survey of institutions offering study abroad 
programmes in 1996-97, based on data collected for 
Peterson's Guide, also suggests to what extent programmes 
are described as intended for academically successful 
students. According to James Pritchett, speaking on 
behalf of Peterson's, 784 programmes (58.7 percent of the 
1,335 reporting) required a grade point average of 2.5 or 
higher. Of those 784, 616 programmes (46.1 percent of 
all programmes) required grade point averages above 
2.75. 48 
These figures can convey different messages. 
Programmes have expanded to include students with lower 
academic grade point averages. The presence of these 
students conforms to traditional beliefs about the 
academic weakness of study abroad. Nonetheless, the 
discourse describing study abroad as an activity for 
students with academic strengths is persistent. Indeed, 
some researchers cite this discourse as one of the 
primary obstacles to expanding enrollment in overseas 
education, since faculty are reluctant to support weaker 
students in their study abroad applications. 49 This 
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conception that study abroad programmes should serve 
high-quality students is also suggested by an analysis of 
which colleges and universities send the greatest number 
of students abroad, which reveals that, among the schools 
sending the greatest number abroad, only three report a 
GPA admission requirement under 2.75 (see Appendix A, 
Table 4.3) .50 (These data can only be suggestive, since 
only 50 percent provided grade point average 
information. 51) 
Substantial numbers of study abroad programmes are 
defined to serve the upper academic quarter of 
undergraduate students when measured by their grade point 
average standing. As Foucault argues, information that 
fits the norm is heard, while that which does not fit the 
norm remains marginalised and unheard. 52 Descriptions of 
weaker students in study abroad programmes support the 
majority view. Meanwhile, the episteme describing study 
abroad as academically weak still stands, even as strong 
institutions support study abroad, as programmes set high 
admissions standards, as schools sending students abroad 
in large numbers often require students to have higher 
GPAs, as advisers report the GPA is among the most 
important criteria for determining admission to 
programmes, and as literature reports the academic 
strength of overseas students. 
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Discourse and Practice: Foreign Language Requirements and 
Academic Quality 
Evidence that reinforces an episteme is recognised 
while that which challenges belief is ignored, Foucault 
argues. This tendency is reflected in the discourse 
about foreign language prerequisites for study abroad, 
especially when there is discussion about weakening 
requirements. 
The earliest of programmes, Delaware and Smith, 
required prior language training. A certain level of 
language ability was in fact considered essential: 
The theory behind the junior year abroad 
program was admirably simple and defensible. 
After two or three years of foreign language 
study in high school, plus an additional 
two-year's study in college, the student had 
reached the point where his accent, his 
vocabulary, his knowledge of the country and 
its language, all stood to benefit by a year 
spent in a foreign environment. As a 
foreign language major he was intensely 
motivated for this type experience since it 
obviously presented him with a linguistic 
experience superior to that which he could 
attain on his own campus. 53 
In the aftermath of World War I, the academic 
community took the opportunity to assess the value of 
work going on in the various disciplines. 54 This 
assessment prompted the increased emphasis on spoken as 
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well as written foreign language study in the United 
States. 55 It was within this pedagogical environment that 
U.s. study abroad first emerged and study in the foreign 
language became valued (although, as Chapter Three 
described, the traditional beliefs of the broader academy 
held that even this study could better be accomplished in 
domestic rather than foreign settings). 
Sweet Briar College continued the Delaware tradition 
by requiring prior foreign language training, and 
continues this practice to the present day. In 1993-94, 
for example, Sweet Briar required students to have had 
two years of pre-college French and the equivalent of two 
years of college French, including one or more 
intermediate college courses in literature, language, or 
civilisation, in order to qualify for study abroad. 
Further, students must show no lower than a B average in 
college French. 56 
Foreign language study has not only been a 
requirement: it has, in fact, been a component of the 
discourse of motivation throughout the development of 
U.S. study abroad. University of California programmes 
were established in order to teach foreign languages: 
The lag in foreign language instruction in 
the American schools and colleges became a 
source of alarm in the late 1950's. 
Americans realized that they had failed to 
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appreciate the sense of cultural empathy 
created when men speak the same language. 
The epithet "Ugly American" . . . has come 
into everyday usage as a summary of the 
frustration, . . . and contempt is to be 
expected when the linguistically and 
emotionally provincial American goes 
abroad. 57 
An Education Abroad Program for the entire University of 
California system was established in 1962, and soon the 
Regents approved a Junior Year Abroad at the University 
of Bordeaux. 58 By 1967, the programme had expanded to ten 
countries and was described as "one of the most ambitious 
programs for overseas study in American higher 
education. ,,59 Students admitted to the programme had to 
show two years of prior language study and a B average. 60 
A review of current requirements reveals an interest 
at many institutions in strong foreign language training, 
despite the decline in language study identified in 
Chapter Three. As described earlier in this chapter, the 
International 50, for example, require high-level foreign 
language skills. Their literature states that they: 
• enroll students who major in foreign 
languages more frequently than their peers 
and do so in increasing proportions at a 
time when such numbers are declining 
nationally; 
• show nearly 40 percent of their students 
studying a foreign language each year, 
nearly five times the figure for all 
undergraduate students nationally; 
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• together teach 32 different languages and 
offer 24 area studies programmes at one or 
more of the 50 institutions annually.61 
Study abroad programmes sponsored by the Council on 
International Educational Exchange position foreign 
language study differently from other comparable study 
abroad programmes (see Appendix A, Table 4.2, CIEE 
Examination of Programme Requirements). Some are 
designed for students in disciplines that have not 
traditionally offered foreign study. Others, driven by 
the motivation to diversify destinations -- part of the 
mission of the Council -- take place in world regions 
whose languages are rarely available for study on 
American campuses. Therefore, a sUbstantial number of 
Council programmes do not require previous language 
training. 
Those organising programmes in non-English speaking 
countries continue to express uncertainty about whether 
or not to enforce foreign language competency as an 
entrance requirement. Currently some programmes forgo 
such requirements in order to encourage students from 
disciplines such as technology, science, or business, 
which often do not include foreign language training. 
Some programmes are designed for students with no prior 
language training, to encourage them in language and 
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international education. Data collected for the 1998-99 
edition of Peterson's Study Abroad show that 530 
programmes are taught in English-speaking countries and 
1,100 in non-English-speaking countries. Of those, James 
Pritchett, Research Director for Peterson's, estimates 
that half -- 544 out of 1,100 -- require some level of 
foreign language competency for admission. 62 
There is a danger these figures will be interpreted 
to mean study abroad programmes are lowering their 
standards when they do not require previous foreign 
language study for admission, yet they can be evaluated 
in another light. Given current trends in study abroad, 
these data represent the efforts of programme sponsors to 
expand study abroad venues to locations whose native 
languages are rarely taught in the United states and to 
expand participation by students in majors outside the 
liberal arts. These students are less likely to have 
engaged in advanced foreign language study.63 The data 
can also be interpreted to suggest that sponsors so value 
the significance of the study abroad experience that they 
seek to extend the opportunity to many students who would 
otherwise be excluded because of the lack of foreign 
language study in their domestic programmes. 
In conception and practice, for example, the Council 
for International Educational Exchange holds these 
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standards: a) to require foreign language study as part 
of almost every study abroad programme (the exception 
being their Amsterdam programme on the European 
community), and b) to require prior foreign language 
knowledge for study in countries whose languages are 
traditionally available in the United states. Hence the 
Council requires some language training for programmes in 
Russia, China, Spain, and France, but it does admit 
students without language background when they represent 
disciplines outside the liberal arts. 
Foreign language requirements have been a 
significant component of the discourse about academic 
expectations in U.S.-sponsored study abroad programmes. 
New programmes have been designed to diversify the venues 
of international study, and language knowledge has become 
a less predominant requirement in some programmes. It is 
possible that this trend will reaffirm traditional 
beliefs describing study abroad as weak. At the same 
time, however, expanding to non-European sites also 
addresses policy goals established for study abroad 
development. 64 These goals, introduced in Chapter One, 
envision this expansion as part of an effort to increase 
participation in and respect for overseas study as 
central to higher education in a global society. The 
increasing number of English language programmes could be 
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understood in this light, as part of the effort to 
enhance the importance of study overseas and not an 
effort to erode its academic quality. 
Discourse and Practice: Support for Study Abroad and 
Academic Quality 
This commitment to the worth of overseas education 
as well as to its academic quality is further reflected 
in an analysis conducted to identify which U.S. 
institutions most actively promote study abroad. Through 
a comparison between the list of top-ranked academic 
institutions in the United States 65 and the list of 
institutions considered study abroad users (constructed 
for this thesis66 ), the data reveal that faculty and 
administrators from the majority of nationally ranked 
institutions support overseas programmes. 
A statistical analysis performed by this researcher 
also confirms the high academic standing of many U.S. 
schools that promote study abroad. Four percent of the 
weakest of the 1,719 four-year colleges and universities 
included in the annual U.S. News and World Report review 
of American colleges and universities 67 promoted study 
abroad. Conversely, schools sponsoring study abroad 
programmes represented 63 percent of all schools ranked 
among the best national universities or liberal arts 
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colleges, best regional universities or liberal arts 
colleges, good colleges, or unique in some key feature 
though unranked. Of the 392 schools identified as the 
best national colleges and universities, 292 (or 74.4%) 
were identified as study abroad users. Of the 93 best 
regional institutions, 84 (or 90.3%) were study abroad 
users. Of the 864 institutions ranked good, 426 (or 
49.3%) were study abroad users. Finally, 27.9 percent of 
the schools unranked in any category did support their 
students' participation in some type of study abroad 
activity. 
In other words, while almost half of schools ranked 
'good' offered study abroad, only about a quarter of 
schools identified as weak promoted study abroad 
opportunities. Further, the strongest-ranked U.S. 
colleges and universities were also found to be the 
leading promoters of study abroad programmes: close to 
two-thirds of the best national colleges and universities 
and nine-tenths of the best liberal arts institutions 
offered study abroad as part of their undergraduate 
curricula. 
The academic strength of institutions supporting 
study abroad participation can also be analysed by 
considering the average combined Scholastic Assessment 
Test (SAT) scores of incoming students at a given college 
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or university, as reported to Barron's for their 1997 
college listing. 68 Of the 831 schools reporting SAT 
admission scores, 598 reported scores above 1000 (out of 
a possible 1600). Of those 598 schools, 414 (or 69.2 
percent) supported study abroad. Of the 233 reporting 
scores below 1000, only 39.9 percent could be identified 
as using study abroad programmes. 69 
The same approach can be used to consider the 
alternative test, offered by the American College Testing 
Program (ACT). (Some schools, in fact, require both SAT 
and ACT scores for admission, so those schools enter 
calculations regarding both.) A total of 710 schools 
report their ACT requirements, with the highest score 
reported to be 31 and the lowest reported to be 13. Of 
the 522 schools reporting scores of 21 or higher, 313 (or 
59.9%) supported study abroad programmes. Of the 133 
schools reporting scores below 21, 35 schools (or 26.3%) 
could be identified as study abroad supporters. There 
was substantially less utilisation of foreign study 
options by faculty and administrators at weaker academic 
institutions. A similar result occurs when evaluating 
institutions with SAT scores over 1200 (out of a possible 
1600). Among these strong academic institutions, the 
majority supported study abroad. 
These analyses consistently show that it is faculty 
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and administrators at the most highly ranked academic 
institutions in the U.S. who regularly support study 
abroad for their students. Once again, these findings 
reflect an alternative vision of the overseas educational 
experience: study abroad is for academically able 
students. 
This vision is a dominant theme in the alternative 
discourse of programme sponsors. Some components of 
their discourse and practice are in danger of reinforcing 
the episteme, a process that Foucault recognises as 
inevitable, given the power of the episteme to determine 
what is validated. But adapting the concept of 
genealogical analysis to identify the beliefs of the 
excluded community, alternative conceptions are revealed, 
as the following table illustrates: 
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Table 4.7. 
Summary 
Alternative and Traditional Beliefs in the Discourse of Faculty and 
Administrators who Sponsor Study Abroad Programmes: Academic Quality 
and Goals 
ALTERNATIVE BELIEFS 
I. WOMEN ARE EXPECTED TO BE 
AS ACADEMICALLY STRONG AS MEN 
The University of Delaware 
programme was established for 
men and women, both expected 
to have strong academic 
skills. Founder Kirkbride 
described some female 
participants as "brilliant. u7o 
Smith College (all female) 
established programmes for its 
strongest students. 71 
Analysis of admissions 
requirements and academic 
records demonstrates that 
academic sponsors anticipate 
academically strong female 
student participants in their 
study abroad programmes. 
II. PROGRAMMES ARE EXPECTED 
TO BE ACADEMICALLY STRONG 
The Delaware programme 
established high academic 
standards. 72 After World War 
II, leading U.S. institutions 
supported the continuation of 
highly regarded study abroad 
programmes. 73 The 
administration of Sweet Briar 
College, assuming the Delaware 
mantle, specifically upheld 
strong academic expectations 
and denounced any leisurely 
travel purposes for their 
programme. 74 
TRADITIONAL BELIEFS 
EXHIBITED OR REINFORCED BY 
ALTERNATIVE DISCOURSE 
The growing number of 
English language programs 
could arouse suspicions 
among some members of the 
higher education community 
that many programmes are 
academically weak. At the 
same time, more stringent 
foreign language 
requirements could be 
perceived as confirming 
study abroad to be a women's 
activity. Associated values, 
described in Chapter Three, 
tend to demean the purpose 
of liberal education when 
pursued by women. 
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On-going programme evaluation 
occurred to ensure programmes 
met standards sufficient to 
produce academically 
successful students. 75 
Among institutions perceived 
as the wealthiest in the U.S. 
-- private liberal arts 
institutions, exemplified by 
the International 50 -- the 
commitment to the strongest 
academic profile is fully 
substantiated. The 
international component is 
viewed as a primary strength 
of these institutions. 76 
Schools in this category from 
the start supported 
scholarship assistance to 
ensure that programmes would 
not be solely for the wealthy. 
Data from Peterson's confirm 
that, while programmes do 
exist to support weaker 
academic students, schools 
sending the greatest numbers 
of students abroad require 
higher grade point averages 
for admission. 
Institutional measures such as 
SAT scores and national 
ranking demonstrate that the 
stronger, not the weaker, 
academic institutions most 
actively support study abroad. 
The continued visibility of 
the International 50 in 
study abroad may reinforce 
the belief that wealthier 
liberal arts institutions 
and participants engage in 
undergraduate study abroad. 
A large number of programmes 
are open to U.S. students 
with lower-range grade point 
averages, sustaining 
traditional beliefs that 
programmes are academically 
weak. 
The existence of study 
abroad programmes at weaker 
institutions could sustain 
the belief that study abroad 
programmes are academically 
weak. 
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III. PROGRAMMES ARE DESIGNED 
TO OFFER STRONG ACADEMIC 
EXPERIENCES THROUGH THE 
LIBERAL CURRICULUM, NOT 
TRIVIALISED CULTURAL 
ACQUISITION. 
Initial programmes were 
European, but all were 
designed to provide quality 
education, not casual cultural 
experiences. Delaware's 
President Hullihen wanted a 
rigorous academic programme to 
prepare students for the 
emerging international 
world. 77 Rosary College 
disassociated itself from the 
heritage of the Grand Tour, 
spelling out a more serious 
academic purpose. 78 
IV. OVERSEAS EDUCATIONAL 
INSTITUTIONS AND PROGRAMMES 
ARE ACADEMICALLY STRONG 
OPTIONS, OFFERING STUDENTS 
EDUCATION NOT AVAILABLE 
DOMESTICALLY 
Smith College evaluated their 
overseas programmes and 
affiliations as they did their 
domestic programmes. 79 Both 
the University of Delaware and 
Smith chose the Sorbonne's 
Cours de Civilisation as the 
core of their offerings, 
believing in it as an 
education unavailable at home. 
Both schools conducted ongoing 
evaluations to ensure that the 
programme matched U.S. 
educational standards. 8o 
Faculty scrutinised overseas 
options and determined them to 
be superior educational 
opportunities for their 
strongest students. 
Language in programme 
literature, past and 
present, identifies the 
appeal of cultural exposure 
and travel, supporting the 
traditional belief that 
study abroad follows the 
Grand Tour tradition. 
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In sum, the analysis conducted in this section 
reveals alternative beliefs among faculty and 
administrators. They describe study abroad as an 
educational function serving academically strong 
undergraduates. They believe it offers a solid and 
unique academic alternative to domestic education. And 
they consistently articulate these beliefs when they send 
their female students abroad. 
More broadly, this vision stands in contrast to the 
beliefs in the American academy that constitute study 
abroad as academically weak. Those beliefs also accord 
no respect to its functional role, a view to which this 
chapter now turns. 
Part Two. Sponsor Discourse and Practice: Beliefs about 
the Functional Worth of Study Abroad 
The episteme that devalues the academic quality of 
foreign education developed despite the existence of 
these alternative discourses that valued its excellence. 
The episteme also devalues its function, identifying no 
purpose for which study abroad should be respected. This 
section investigates beliefs expressed in the alternative 
discourses about the functions, or purposes, sponsors 
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envisioned study abroad to serve in their students' 
educations. 
'Purpose' has always played a prominent role in 
American discourse about education: "From the very first, 
the nation's colleges and universities have been 
considered 'useful' not only to individual students but 
also to the larger community that granted them 
recognition and support."81 John Brubacher described 
post-secondary institutions as those that draw their 
'legitimacy' by serving the needs of the society in which 
they operate. 82 The United State's more than three 
thousand institutions have "essential overarching 
missions . . that have become intertwined with higher 
learning's traditional functions of teaching and 
research. "83 Institutions of higher education function in 
service to the nation to train an educated citizenry for 
a professional life, providing education which "would be 
useful, not merely in the classical sense of preparing 
gentlemen, but for the practical demands of a changing 
world. "84 From the first allocation of public funds to 
support higher education (Harvard, 1651) through the 
establishment of land-grant institutions (funded by the 
sale of federal lands) and the rise of the university, 
American education has been grounded in practicality8S and 
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designed to solve the problems of society and support 
American development. 86 
These functions were originally vested in the 
liberal curriculum,87 but as education was adapted to meet 
the needs of the emerging nation, liberal education gave 
way to new disciplines and new research. 88 By the early 
twentieth century, Lincoln Steffens could write ~the 
university is as close to the intelligent farmer as his 
pig-pen or his tool-house; the university laboratories 
are part of the alert manufacturer's plant."89 Land-grant 
institutions, with their new curricula, were demeaningly 
referred to as 'cow colleges,90 by those who would keep 
the liberal curriculum with its humanistic training for 
the professions. 91 Nonetheless, students often saw 
practical training as their road to success. This was 
exemplified, even at Harvard, by the student who told 
Henry Adams he studied there because a Harvard degree ~is 
worth money to me in Chicago. "92 At the time study abroad 
programmes were developing in the earlier twentieth 
century, "pragmatic concerns seemed to be conquering 
higher education not only at the graduate but at the 
undergraduate level as well."93 (Pejorative references to 
liberal education, cultural studies, or cultural 
acquisition in this study are those reflected in the 
discourse. The researcher adds no pejorative definition 
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of liberal studies or cultural pursuits.) 
This discourse of practical functions has dominated 
in American education, yet the academy has not ascribed 
functional worth to study abroad. In this thesis, the 
term 'functional worth' is used to describe education 
with a purpose that is grounded in practicality, designed 
to train students to work professionally, and constructed 
to develop their skills as competent good citizens so 
they might contribute to the nation's development. The 
citizenship function of study abroad, as it is used in 
this thesis, encompasses the goals established by study 
abroad programmes to provide international understanding 
and enable students to contribute to world peace. 
Because study abroad is perceived as a Grand Tour by 
wealthy women who study in the liberal arts to acquire 
culture, it is demeaned in the discourse for offering no 
professional preparation purpose. Nor does the 
traditional discourse assign value to any alternative 
function for overseas education. The international 
exposure offered through study abroad has not been 
recognised in traditional discourse for helping prepare 
students for 'a changing world' -- that was the job of 
domestic education. Neither does the traditional 
discourse recognise a role for overseas education in 
training effective citizens. 
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In this section, an analysis of the alternative 
discourse of those faculty and administrators who support 
study abroad again reveals alternative beliefs. From the 
start, study abroad programmes in the liberal arts have 
been created with frequently stated peace goals and 
expressly stated professional training goals in mind. 94 
Professional education is defined more broadly in 
the United States than in the European tradition, where 
the universities "had four great faculties -- law, 
medicine, theology, and arts. n % In the United States, 
the university movement was propelled by democracy 
"toward reality and practicality," wrote Stanford 
University President D. S. Jordan in "The Voice of the 
Scholar. n96 Harvard's President, James B. Conant, 
observed "the forces of democracy had taken the European 
idea of a uni versi ty and transformed it. "97 As Brubacher 
and Rudy put it: 
The rationale under which this uniquely 
American venture in higher education went 
forward involved not only equalization of 
educational opportunity but another closely 
related and enormously significant 
principle, respect for all occupational 
groups. Needless to say, belief in 
egalitarianism was a helpful factor in 
inducing this respect. Thus the idea of an 
intellectual elite never took root in the 
United States because it defied deep-seated 
American traditions of the dignity of all 
work as well as the worth of each person. 
American democracy was willing to recognize 
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that some individuals might be better at 
certain types of work than others. It was 
even ready "to respect the methods and honor 
the achievements of specially trained 
people. ,,98 
Brubacher and Rudy go on to cite Conant, saying that he 
"has summed up the significance of this basic outlook" 
which thus "almost unconsciously" shaped the growth of 
the modern American university as "none other than a 
philosophy hostile to the supremacy of a few vocations 
. a philosophy moving toward the social equality of 
all useful labor.,,99 Within this milieu, argue Brubacher 
and Rudy, the word 'profession' had a "much more elastic 
meaning" than in Europe,100 indicating many occupations 
beyond the classical four. 101 This conception of 
professional education both focused and propelled the 
vision of study abroad programme sponsors. 102 
Applying Foucault's concept of genealogical inquiry, 
this section will illuminate the beliefs sponsors 
articulated about the purposes for an education abroad as 
they created programmes and supported their growth. 
Discourses of Professional Training and Competent 
Citizens: The University of Delaware Example 
Goals establishing important professional training 
and competent citizenship purposes for foreign education 
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were prominent as the very first Sorbonne-model u.s. 
study abroad programme took shape. Professional training 
was a central feature in planning discussions among 
University of Delaware faculty. When Professor Kirkbride 
of the Modern Languages Department at the University of 
Delaware approached President Walter Hullihen to 
establish a study abroad programme in 1921, Hullihen was 
very supportive. He believed that study abroad was an 
appropriate response to the growth the United States was 
experiencing in the economic, commercial, and political 
arenas. Hullihen felt that the nation and the world 
needed more college graduates prepared to work 
internationally. As the University of Delaware archivist 
summarises: 
He anticipated that a large number of 
college graduates would be needed, 
especially men and women with foreign 
training and experience who would be 
valuable for positions in business and 
governmental agencies. There was already a 
need for well-qualified language teachers in 
the schools. Not only would a large 
reservoir of college-trained men and women 
-- each possessing a knowledge of the 
language, ideas, and culture of a country --
be created, but the way might be paved 
toward international understanding and good 
will.103 
While the focus of discourse was on professional 
training, the concept that study abroad fulfilled a 
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citizenship goal -- contributing to international 
peace -- also emerged. This function of American 
education to create able citizens who could contribute to 
the national growth appears in this context as educating 
a competent citizen who could contribute to peace through 
international understanding. John A. Munroe, writing a 
commemorative history of the University of Delaware, 
identifies Hullihen as a 'Wilsonian' -- a follower of 
U.S. President Woodrow Wilson, a proponent of world peace 
and cooperation. 104 This vision further prompted 
Hullihen's interest. 105 
When Kirkbride and Hullihen worked together to plan 
the programme, according to Munroe, they consulted with 
leading educators, bankers, businessmen, and government 
officials. Among those with whom they spoke was Herbert 
Hoover, then Secretary of Commerce and later President of 
the United States, who had worked abroad as an engineer 
and had been instrumental in international war relief. 
Hoover was enthusiastic about training graduates to 
serve American businesses abroad. 106 Hullihen reported 
Hoover supported study abroad because it would prepare a 
new generation to compete globally: 
He said . . . that there is nothing the 
United States needs more at this time than 
5000 young men trained in the way indicated 
in our plan; that the United States can not 
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gain the markets of the world through its 
commercial organizations and methods alone. 
The men for the undertaking at present are 
lacking. 107 
When the Christian Science Monitor interviewed President 
Hullihen about the new study abroad programme, he 
explained that he wanted to reach the student who would 
be going into the business world and that he wanted to 
train men who could support the efforts of business, 
industry, commerce, and trade or the work of government 
and be knowledgeable about work abroad. 108 
From the inception of modern study abroad in the 
United States, the discourse included professional 
training. (Although Hullihen alludes to "young men," the 
programme from its second year on admitted women, as 
noted earlier often more women than men, and offered them 
exactly the same professional training.) 
The early Delaware programme contained courses in 
the liberal arts and social sciences alongside courses 
related to business and politics, 109 from the start, 
including courses in the liberal arts curriculum for 
professional preparation purposes. Except for size and a 
few other minor details, the ongoing academic structure 
of the programme followed Kirkbride's ideas, laid out in 
a memorandum to President Hullihen in January 1921. 110 
Hullihen, equally committed, sought programme funding 
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from Delaware industrial magnate DuPont and others, all 
of whom made ~substantial contributions to the Delaware 
program's operating and scholarship funds.,,11l Apparently 
Delaware businessmen saw the programme as a sound 
investment in the professional future of their companies 
and the nation. 
Historian John Munroe confirms that both Kirkbride 
and Hullihen wanted to train students to be professionals 
destined for business, economics, and diplomacy. 112 From 
the start, then, the purposes articulated in this 
alternative discourse for educating students abroad 
included educational functions valued in the mainstream 
of American educational discourse -- training an educated 
and competent citizenry who could help America grow. 
Discourses of Teacher Education and Social Feminism: 
Examples from Smith College and Reid Hall 
The concept that study abroad fulfilled rather than 
negated values attached to the function of education in 
the United States was manifest in the alternative 
discourse as additional study abroad programmes were 
developed. The purpose for education was similar, though 
a somewhat different set of professional intentions was 
expressed for the programmes established by Smith College 
in 1925. Designed specifically for women, their goals 
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reflect the career access paths experienced by women at 
the time. 
One of the purposes of Smith's new programme was to 
train women to teach -- an intention representative of 
the times. The majority of women in the United States 
who went to work in the 1920s belonged to the teaching 
profession. ll3 Teacher education did not yet enjoy full 
professional status in the academic community. College 
women often chose teaching as a "vehicle for upward 
social mobility," "an improvement over what their mothers 
could do to earn a living, a welcome alternative to 
working in other women's kitchens and laundries or in 
mills and factories."ll4 In this historical context, 
associations of study abroad with teacher preparation 
contributed to the image that study abroad was a female 
pursuit which did not contribute to a professional 
career. 
Nonetheless, sponsors saw teacher training as an 
important feature of their academic mission. Twenty 
years later, Rosary College was still describing the 
advantages of study abroad for graduates bound for 
teaching, stating that "[fJor teachers of French, the 
Foreign Study Plan is an invaluable asset."llS Sweet 
Briar College researcher Francis M. Rogers also noted, 
when examining admissions into the Harvard-Radcliffe 
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Romance Languages graduate program in 1958, that close to 
one-third of applying students had already studied 
abroad. He saw these applicants as future teachers and 
predicted that "the impact of study abroad on our 
language teaching is inevitably going to increase."116 
In the early years, study abroad was seen by some 
specifically as a career-training programme for future 
teachers. 117 By 1923, only 16 percent of Smith alumnae 
were teaching, but study abroad was still considered an 
"opportunity for a greater proficiency in a foreign 
language, with the assumption that most would 
subsequently go on to secondary or private school 
teaching. "118 Olmsted recognises that the type of career 
supported by study abroad might have been different had 
the students been men. The limited opportunities 
available to American women shaped study abroad, both in 
programme design and in reputation: "Thus, for women, the 
junior year abroad was certainly considered a positive 
step toward a career, in academe especially, while men 
who studied abroad at that time were more likely to be in 
the professions of law, medicine or academe -- such 
opportunities for women to study in universities abroad 
were limited as very few universities on the continent 
were open to women at that time."119 
Professor Helene Cattanes, a new member of the 
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French Department, designed the Smith programme at 
College President Neilson's request. As an 'imported 
Scot,' Neilson was an internationalist,120 so committed to 
the concept of study abroad that he persisted in 
establishing the programme, even in the face of faculty 
opposi tion. 121 
Smith College housed its programme at Reid Hall in 
Paris, a building that came to be owned by Columbia 
University. A Reid Hall Committee of American University 
Women developed. Its chair, Virginia Gildersleeve,122 was 
an example of the sort of academic woman who supported 
international education in that period. Gildersleeve was 
a pivotal figure in the development of the International 
Federation of University Women. 123 She felt that the 
Federation and similar organisations might train people 
internationally and help prevent another war,124 and she 
wanted to support female teaching professionals by 
providing them with an international experience. She 
worked with the American Association of University Women 
to fund fellowships to help women go abroad to pursue 
their academic interests. 125 
Gildersleeve belonged to one of the 'three 
generations' of American women, educated after the Civil 
War but before women's suffrage, who had expressed a 
strong commitment to education and opportunities for 
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women. 126 It was to Mrs. Gildersleeve that Mrs. Whitewall 
Reid, wife of the American ambassador in Paris, had 
entrusted the building, to support the artistic interests 
of American women. 127 After World War I, the building was 
dedicated to professional and university women. 
Gildersleeve advocated uses for Reid Hall such as Smith's 
study abroad programme, and she ultimately contributed to 
the re-establishment of Reid Hall after World War II.12B 
Gildersleeve represents the discourse of social 
feminism, advocating women's issues in the 1920s. J. 
Stanley Lemons describes 'social feminists' as women who 
worked within organisational structures to reform the 
American socioeconomic and political structure. As they 
"worked for progressive reform," says Lemons, "they 
advanced the status of American women. And as they 
fought for women's rights, they pushed progressivism 
along in a decade of waning reformist impact. ,,129 Even 
Gildersleeve's book's title, Many a Good Crusade, 
reflects this discourse; in practice, so does her active 
participation in the American Association of University 
Women and in the formation of the International 
Federation of University Women. Her support for Reid 
Hall and for women, including the Smith women, studying 
abroad echoed the vision of the Smith College founders. 
She, and they, typify a discourse among American sponsors 
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of study abroad in the early twentieth century: a 
discourse which respected traditional women's 
occupations, including the teaching profession; advocated 
women's professional development; and conceived of study 
abroad as education designed to train competent citizens 
capable of contributing to the nation's growth. 
Discourses of International Training and Peace: The Sweet 
Briar and Beaver College Examples 
Professional competence and peace interests, central 
to the discourse of early study abroad development, 
continued to be manifest in the discourse as programmes 
were re-established after World War II. Two women's 
colleges provide examples: Sweet Briar College, carrying 
on the Delaware programme, and Beaver College, newly 
entering the field of international education. 
In the 1930s Sweet Briar President Meta Glass, 
interested in international understanding and therefore 
international education, organised an exchange between 
Sweet Briar and Scotland's St. Andrews University.13o 
Glass worked closely with Virginia Gildersleeve. She 
served as President of the American Association of 
University Women and, like Gildersleeve, contributed to 
the formation of the International Federation of 
University Women. 131 She established a strong foundation 
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of international interest at Sweet Briar College. 
Succeeding Meta Glass in 1946, Martha B. Lucas 
continued Sweet Briar's international focus by supporting 
its programme in France. Lucas believed that American 
college students needed to be educated about 
international issues in order to understand the 
complexities of other cultures and be capable of working 
realistically and competently for world peace. Like 
Glass before her, Lucas was intimately involved in the 
campaigns for both peace and social feminism. She had 
studied in numerous European countries and earned a Ph.D. 
from the University of London. Her international 
interests came through clearly even in her inaugural 
address, delivered in 1946 as she became the fourth 
president of the forty-year-old Sweet Briar College. 132 
For her, engagement in other cultures was not trivial 
but, instead, urgently needed in the modern world. She 
encouraged international faculty to teach and 
international students to study at Sweet Briar College. 
Supportive of the Institute of International Education, 
she invited its director, Laurence Duggan, to speak at 
Sweet Briar in 1947 as part of a peace programme. 
Of her own growing awareness of the importance of 
study abroad, Lucas wrote: 
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Returning to the U.S. with a British Ph.D. 
in Philosophy, I became increasingly aware, 
in my university teaching which followed, 
that I had brought from my studies overseas 
far more than a Ph.D. degree. I had gained 
new perspectives on my American culture and 
problems, the advantage of understanding, 
from experience, how students from Europe, 
Asia, South America and Africa looked upon 
us and upon each other.1~ 
Emile Langlois, current Director of the Sweet Briar 
Junior Year in France programme, notes Lucas' extensive 
international background. In addition to studying in the 
United Kingdom, she studied in France at the Alliance 
Fran9aise and the Sorbonne, and she studied on her own in 
Spain, Italy, and Germany. Very active in international 
issues she eventually worked on the State Department's 
Advisory Commission on International Education and 
Cul tural Affairs. 134 Her conception of training for 
international peace was grounded in her own career 
preparation and practice. 135 
In 1948 Joseph Barker, Professor of French at Sweet 
Briar College and Resident Director of the University of 
Delaware programme in France prior to World War II, told 
Lucas that the University of Delaware was no longer 
willing to undertake the programme's management. Lucas 
responded that Sweet Briar might adopt it. It was a 
project Lucas supported because of her own international 
interests, her commitment to peace, and her belief that 
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American students needed to be exposed to other nations 
to work effectively to make peace possible. Barker and 
Lucas negotiated with lIE officials to adopt the 
programme. 136 All-female Sweet Briar agreed to continue 
to admit male students into the programme. 137 
The Sweet Briar faculty was motivated to support 
President Lucas's interest in international education, in 
part because of the growing sense of the catastrophic 
nature of conflict. "There was at that time a strong 
current of international concern on campus, mostly due to 
the fear of a nuclear conflict," says Emile Langlois. 
"This was the beginning of the New Atomic Age, and 
everyone had the feeling that preserving peace was an 
urgent task."us Sweet Briar College supported a variety 
of peace-oriented activities, hosting ten foreign 
scholars between 1946 and 1948, among them visitors from 
Vietnam and China; holding a major conference called "The 
Role of Colleges in Promoting Peace Through 
Understanding"; hosting international education 
specialists from around the nation and bringing attention 
to the college's international interests. 139 Under the 
leadership of Dr. Lucas and Professor Barker, commitment 
to foreign study meshed with Sweet Briar's other domestic 
and international efforts to educate its female student 
population. 
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In the first bulletin of the programme, President 
Lucas described the reason for Sweet Briar's interest 
abroad: 
It is our conviction that the colleges have 
the essential and all-important 
responsibility to help bring the peoples of 
the world together in mutual understanding 
and lasting peace. A fundamental part of 
UNESCO's program for promoting understanding 
among the peoples of the world is an 
exchange of students and teachers between 
the schools, colleges, and universities of 
all nations. We are confident that the 
Junior Year in France can do so much to 
implement this purpose by enabling American 
students to know and work with students of 
other national backgrounds in a center which 
has been for so many centuries, and 
continues to be, the meeting place of 
scholars from all parts of the world. 140 
Emile Langlois, citing this statement, notes that Sweet 
Briar's goal was to train its own women students and 
students of both genders from other schools to function 
capably in the international arena: "the first purpose of 
the Junior Year in France was therefore to advance the 
cause of peace and international citizenship.u141 
Training students with international capability also 
motivated Beaver College, which embarked on developing 
study abroad programmes and was soon to earn it the 
reputation as the leading U.S. college offering assisted 
admission into British Universities. 142 In 1948 Beaver 
initiated the first of many programmes, offering a 
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directed travel and study programme in Western Europe. 
The first session attracted twenty-three of the college's 
600 currently enrolled women. 143 In his extensive 
description of the steps taken to develop this programme, 
John A. Wallace documents that sponsors perceived a need 
among Beaver students for training in international 
economics. 
Beaver College articulated a commitment to serious 
professional training for all of its students -- all of 
whom were women. The college's goals, writes Wallace, 
could be summed up in the words of Raymond Kistler, 
President of Beaver College, addressing incoming students 
in 1948: ~Our basic purpose is two fold -- to help you 
learn how to live and how to make a living.,,144 
statements from Beaver's Department of Commerce and 
Economics likewise expressed the importance of "the 
social and economic aspect of life, through finding the 
abundance in living by participating fully and 
intelligently in the social and economic activities of 
the community, state, and world." The Department 
supported the philosophy ~that young women must be 
trained to help maintain an enduring peace. ,,145 
With this stated goal to educate internationally 
and aware that it did not offer international economics 
at a time when the need for such a programme was 
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growing,146 -- the department devised a course abroad to 
fill in the gap and contribute to the college's larger 
aims.147 General courses were supplemented with 
professional training, key goals among the several 
articulated for the college and its female students. 148 
Thus faculty organising Beaver College's initial foray 
into international education conceived its core to be a 
commitment to developing female students for a 
professional life. College sponsors expressed this 
concern by establishing programmes of professional 
training, aimed· at contributing effectively to peace 
efforts. 149 
While traditional beliefs ascribed a lack of serious 
academic intent or professional function in the education 
pursued by women and offered through study abroad, these 
alternative discourses, expressed by faculty from women's 
institutions like Sweet Briar and Beaver Colleges, 
continued after World War II the theme established after 
World War I: study abroad was an educational experience 
with important citizenship and career training functions. 
Persistent Discourses of Peace and Professional 
Preparation: International Understanding, Global 
Competence, and the Global Society at the End of Century 
The alternative discourses validating study abroad 
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because it helped students prepare for the world of work 
and become good international citizens continued from the 
period after World War II through the end of the 
twentieth century. After World War II, the Fulbright 
Programme was established by the federal government to 
support international educational exchange in the new 
peacetime climate. 150 John A. Wallace, President of the 
International Institute for Education, noted that the 
presence of Fulbright scholars on U.S. campuses helped 
promote all components of international education, 
including study abroad. 15! 
With this growth, Paul Weaver stated, study abroad 
in the liberal tradition could result in international 
understanding: ~As our world shrinks, our understanding 
must expand. This new dimension in liberal education is 
to be applauded because the objective is sound. ,,152 
(Weaver's statement is interesting because it reflects 
the self-defining power of the episteme, identified by 
Foucault. 153 As Weaver represents the alternative 
discourse that study abroad is worthwhile, he also 
believes this is a new goal for study abroad, not present 
in past programmes.) 
This alternative belief in the importance of study 
abroad after World War II prompted a small group of 
exchange-oriented organisations to create the Council on 
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International Educational Exchange in 1947. The original 
impulse, described by the organisation's President and 
Executive Director, was: 
as an organization to bring about 
understanding and cooperation amongst the 
peoples of the world by men and women who 
had just lived through the devastation of 
the Second World War. These people had been 
brought up under the yet fresh horror of the 
First World War, and were searching for ways 
to begin the process of creating a new 
world, better able to deal with the complex 
problems of change.~4 
The Council established a wide variety of programmes 
in support of international exchange for both men and 
women; by the late 1960s, it was sponsoring its own study 
abroad programmes. Initial programmes in Western Europe 
had a professional focus, with teacher education as the 
foundation. 155 Subsequently, the Council developed a wide 
variety of summer, semester, and year-long academic 
programmes worldwide, expanding to close to forty in over 
twenty different countries, in fulfillment of these same 
goals. 156 
CIEE has grown to include over two hundred member 
institutions, representing a diverse group of colleges 
and universities across the United States and a growing 
number of international institutions as well. 157 Study 
abroad programmes are organised by Council in conjunction 
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with its Academic Consortium membership, a group of more 
than 170 colleges and universities with a governing board 
that ~provides quality review and direction."158 
Council's mission includes training academically strong 
students for professional futures in the global 
community: ~The Council . . . is dedicated to helping 
people gain understanding, acquire knowledge, and develop 
skills for living in a globally interdependent and 
culturally diverse world."159 The Council's mission and 
these initiatives reflect the on-going discourse about 
the serious functional purposes for educating men and 
women in foreign study programmes. 
Statements published by the International 50 also 
reflect continuing discourse that includes the assumption 
of professional and citizenship preparation. Since 
~[t]he world is an interesting, and challenging, and 
often dangerous place," note Engerman and Marden, the 
International 50 train professionals to evaluate world 
politics in the international interest ~scholars, 
diplomats, linguists and commentators" all 
professionals needed in the international arena: 
Increasingly, all professionals need an 
international perspective to do their work. 
Business, law, medicine, science, 
librarianship, and education are now shaped 
by developments that occur beyond national 
borders. Perhaps most importantly, 
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specialists and others need to be surrounded 
by a public that is knowledgeable about 
international affairs. With significant 
global implications to so many decisions, 
both in public and private arenas, there 
must be many citizens who understand issues 
and conditions that underlie them and then 
vote or otherwise act accordingly.lw 
Within this ambitious set of goals, the International 50 
articulate a critical mission for undergraduate 
institutions: "It falls to the nation's undergraduate 
institutions, supported by the federal government and 
philanthropic organizations, to motivate and prepare 
persons to serve the international interest and to meet 
the United States responsibilities within it."161 
In the last quarter century, terms such as 'global 
competence' and 'global society' have emerged to describe 
the need to prepare students to work in the international 
arena and function effectively as citizens.l~ This 
language of global interdependence and economic 
competitiveness has entered the discourse, with these 
terms often voiced as motivations for supporting study 
abroad, in statements such as this one from Educating for 
Global Competence: 
The role of the United states as a leader 
among nations is changing rapidly. Despite 
our position of international leadership for 
almost fifty years, we are ill-prepared for 
the changes in business, manufacturing, 
diplomacy, science, and technology that have 
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come with an intensely interdependent world. 
Effectiveness in such a world requires a 
citizenry whose knowledge is sufficiently 
international in scope to cope with global 
interdependence.l~ 
Thus, despite the power of the episteme that 
devalues study abroad as functionally irrelevant, the 
predominant discourse among its sponsors manifests the 
belief that study abroad and its liberal curriculum do 
train globally proficient men and women. To create an 
educated citizenry, able to act knowledgeably and 
competently in the national interest, is an American 
educational ideal,164 reconstituted as an alternative 
belief in the discourse of study abroad sponsors, as the 
following table illustrates: 
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Table 4.8. 
summary 
~ternative Beliefs and Traditional Beliefs in the Discourse of the 
Faculty and Administrators who Sponsor Study Abroad Programmes: 
Professional Purpose 
ALTERNATIVE BELIEFS 
I. A PURPOSE FOR STUDY ABROAD WAS 
AND REMAINS TO TRAIN PARTICIPANTS 
FOR INTERNATIONAL CAREERS IN A 
GLOBAL ECONOMY 
From the start, with the 
University of Delaware programme, 
the goal was to use the liberal 
arts model including the social 
sciences and humanities, with its 
cultural components available at 
the Sorbonne to train participants 
for productive modern careers, 
responsive to the increasingly 
internationalised world. 1e This 
tradition continued after World 
War rr166 and is purposely stated 
in contemporary discourse. 167 
Women were always admitted to the 
Delaware programme and were full 
participants in the programmes 
designed to prepare students for 
the professional world. 
II. A PURPOSE FOR STUDY ABROAD 
WAS TO OFFER BETTER TRAINING TO 
WOMEN AS THEY ENTERED THE CAREER 
PATHS OPEN TO THEM. 
The Smith programme, specifically 
for women students, was designed 
to prepare them for the career 
paths open to them in that era.l~ 
TRADITIONAL BELIEFS 
EXHIBITED OR REINFORCED 
BY ALTERNATIVE DISCOURSE 
Study abroad sponsors, 
when advocating change, 
sometimes manifest the 
belief that previous to 
their own activities, 
study abroad and its 
liberal curriculum was 
not functionally 
purposeful. These 
statements can reinforce 
traditional belief. 
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III. A PURPOSE OF STUDY ABROAD 
WAS AND REMAINS TO PROMOTE 
STUDENTS COMPETENT TO CONTRIBUTE 
TO INTERNATIONAL UNDERSTANDING AND 
PEACE 
From the start, another motive for 
developing and supporting study 
abroad was the promotion of 
international peace, widely 
articulated as a goal after both 
world wars1~ and reflected in the 
motives underlying programmes such 
as that of Beaver College, 170 
programmes sponsored by CrEE,l71 
and programmes of the 
International 50. 172 
Since women were 
expected to be educated 
to be good citizens, or 
at least, for many 
years, the mothers of 
good citizens (see 
Chapter Three) as part 
of the cultural purposes 
defined for American 
education, articulation 
of this goal might 
reinforce traditional 
notions of women's 
education and thereby 
reinforce the view of 
study abroad as a 
marginalised women's 
practice. 
The alternative discourse of sponsors of study 
abroad reveals that motives articulated for founding or 
supporting programmes included foreign language training 
and teacher education; training in international 
business, politics, and other forms of professional 
preparation; creating an educated citizenry capable of 
contributing to international peace; and, in sum, 
supporting global competency in an interdependent world. 
These are all beliefs attaching significant 
functional worth to study abroad. More broadly, they 
offer an alternative discourse to traditional beliefs of 
the academy that constitute study abroad as a pursuit of 
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culture through liberal arts study, trivialised by its 
association with the belief that participants are wealthy 
women, uninterested in public or professional life, 
pursuing a Eurocentric curriculum though a European Grand 
Tour. 
Programmes established from the start of the Junior 
Year Abroad model, after World War I, to the present have 
been founded upon an alternative episteme held by their 
academic sponsors, an episteme which has constituted 
study abroad as a functionally worthwhile and 
academically strong education for capable undergraduate 
women and men. 
Part Three. Participant Discourse and Practice: Risk and 
Hardship 
While these faculty sponsors see themselves serving 
able and purposeful students, their students have 
nonetheless been devalued by the traditional beliefs 
about study abroad. Traditional beliefs define programme 
participants as wealthy women without career goals who 
seek an undemanding overseas education pursued through 
the liberal arts for purposes of cultural acquisition, 
but little functionally worthy education. 
By adapting Foucault's concept of genealogical 
inquiry, it is possible to illuminate the obscured 
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beliefs of these students -- including and especially the 
women upon whom so much of the devaluing episteme has 
been built and to allow their voices to be heard. 
Part Three of this chapter will explore an alternative 
discourse that emerges from the practice of participants 
who were and remain willing to take risks and undergo 
hardship to be educated overseas. Parts Four and Five 
will reveal among women participants a belief that study 
abroad offers them a unique opportunity, not always 
available domestically, for high quality academic study 
and professional preparation. 
The Grand Tour paradigm described in Chapter Three 
presumes that study abroad involves the "inculcation of 
cultural attributes appropriate for a particular social 
class and station." 173 Academic or professional 
intentions are not assumed. The mode of travel is 
presumed to be luxuriant and comfortable, as befits the 
upper-class model of student presumed to undertake this 
experience -- a "luxury made possible by the accumulation 
of excess capital" and "a quest for social superiority," 
as suggested by Thorstein Veblen. u4 
At the same time, within the study abroad community, 
a prevailing thread in the discourse formation about 
study abroad describes the sense of adventure motivating 
many students, building on the tradition of travel abroad 
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as an act of independence for women. 175 In 1959, John 
Garraty and Walter Adams found students' primary motives 
to be "the thirst for travel, adventure, and new ways of 
looking at life. ,,176 In 1988, the Report of the Advisory 
Council for International Educational Exchange described 
students who went abroad as "risk takers.,,177 
For the academic community holding the episteme that 
devalues study abroad, this sense of adventure could be 
seen as evidence to reinforce the traditional belief 
ascribing it Grand Tour characteristics. The discourse 
and practices of participants reveal an alternative set 
of beliefs about the circumstances under which study 
abroad is worth pursuing. 
Participant Discourse, Practice, and Belief in Situations 
of Political Unrest 
Conceptions of the Grand Tour described in Chapter 
Three do not encompass study in politically threatening 
circumstances. Nonetheless, foreign study amidst 
political unrest has occurred frequently, prior to and in 
the aftermath of World War II and during contemporary 
terrorist periods. Throughout, as this section will 
illuminate, U.S. students -- at times especially women 
students -- have demonstrated their commitment to pursue 
education abroad, regardless of difficulties. 
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The years in Europe between the two world wars were 
tumultuous, with the rise of fascism in Germany and 
elsewhere, the revolution and political upheavals in 
Spain, and newly emerging political powers. Within this 
political climate, U.S. study abroad was born. When 
women set sail in 1925 from Smith College to Paris, they 
traveled on an ocean liner "complete with the champagne, 
roses, and confetti send-off as it left apprehensive 
family and friends weeping and waving at the New York 
pier. Hue This luxurious departure supported the image 
that they were wealthy women embarking on a Grand Tour, 
belying their serious academic intentions, but it did not 
foretell some of the experiences they would encounter 
while abroad. 
The first major challenge was the unstable political 
situation in Spain in the 1930s. Smith's President 
Neilson established the college's second Junior Year 
Abroad programmes there, "undaunted by the brooding and 
unhappy conditions in Spain. H179 As Olmsted notes, the 
women ventured from the first day into a politically 
tumultuous environment. After the collapse of the 
monarchy, the stage was set to face the social and 
political issues of the time: women's suffrage, divorce, 
the formation of the republic, elections, and ongoing 
political debate. Political turmoil discouraged neither 
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the Smith students nor President Neilson himself, who 
shortly thereafter established study abroad programmes in 
Italy and Germany, scenes of equally turbulent politics .. 
Aware of escalating political and economic troubles 
in Europe, President Neilson wrote to parents of 
participants in 1934, indicating that: 
In my opinion it is in practically every 
case much the most valuable year spent in 
college. .. [A]s to the political 
conditions I do not think the risks are such 
as need give us any concern. We passed 
through the revolution (in Spain) which 
overthrew the monarchy and several disturbed 
periods since but no danger was incurred by 
any of our students. 180 
The directors of the programme in Spain, Helen Peirce (in 
1933-34) and Katherine Redding Whitmore (in 1935), each 
commented on how turmoil affected the student experience. 
Peirce reported ~periods of alarm," ~periods of danger," 
and ~periods of defense."181 Whitmore wrote that "the 
revolution is over and we are none the worse for war."182 
By 1935-36, the programme faced the dissolution of 
Spanish society and was not able to proceed. Rather than 
return to the United States, students relocated to other 
Smith programmes and remained abroad, undaunted by the 
difficul t conditions they had already witnessed. 183 
University of Delaware students persisted as well 
during the 1930s, eager to set sail for France despite 
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political turmoil. The German programme was closed in 
1934 because of the political changes there,184 but other 
programmes continued. Students chose to study in Europe 
as late as 1939, when political tensions in Europe forced 
all programmes to be cancelled. 185 
Testimony from the secretary of the University of 
Delaware Foreign Study Committee, Miss Madeleine Forwood, 
about her experience abroad reveals a discourse of 
persistence in the face of political upheaval. Forwood 
accompanied students abroad in 1932 and 1939. Throughout 
these pre-World War II periods of turmoil, the majority 
of study abroad participants remained overwhelmingly 
female. Forwood stated that the most exciting year, bar 
none, was 1939, when ~the war was rather imminent, yet we 
got in touch with Washington and everything was go 
ahead. ,,186 
Study abroad programmes in Europe carne to a halt at 
the onset of World War II, to be quickly re-established 
at war's end, with women's institutions once again 
leading the way. In this period of re-establishment, no 
one traveled in luxury. This time students set off ~in 
true troop-ship style. ,,187 
On their arrival in 1946, students encountered a 
Europe destroyed by war. One student recorded first 
impressions: ~As we entered the harbor we saw not only 
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the shattered hull, but parts of half-sunken ships 
protruding from the water, their hulls dark against the 
water, pink in the early sunrise, a grim reminder of the 
horror that has only so recently ended. ,,188 Virginia 
Bowman, going abroad in 1947 with the Brethren Committee, 
accompanied by her husband John (later Executive Director 
of CIEE), commented that the devastation was 
everywhere. 189 
The post-war upheavals did not daunt women from 
returning overseas. In the first year of the re-
established Sweet Briar programme, 34 women and 33 men 
participated, a near-equal proportion due to the G.I. 
Bill. By year two (1949-50), the balance had shifted to 
53 women and 20 men; by year three, to 60 women and 19 
men. (See Appendix A, Table 3.7, Summary of Junior Year 
in France Groups, 1948-49 to 1992-93, previously cited.) 
Firmly re-established in Paris, the Sweet Briar 
programme underwent several subsequent international 
crises. "The Berlin Blockade, the Korean War, the Indo-
Chinese and Vietnam War, the Algerian War, the taking of 
the Suez Canal by the French and the British, May 1968, 
and, closer to us, the bombing of Libya, the growing 
number of terrorist acts, and now the threat of the war 
with Iraq," enumerates Junior Year Abroad Director Emile 
Langlois. "Each time it has required plans of actions, 
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and sometimes acts to protect the students. ,,190 Despite 
these challenges, every year the substantial majority of 
participants in the Sweet Briar programme have remained 
women. Langlois notes that unrest in the late 1960s in 
France had "a profound effect on the program," in large 
part because French universities closed down. 191 In 1967-
68, 68 men and 33 women registered in the Paris 
programme; in 1968-69, 62 women and 40 men; in 1969-70, 
65 women and 34 men. In other words, the Sweet Briar 
programme experienced no significant shift or decline in 
women participants during the time when problems might 
have discouraged students from attending. This practice 
indicates a conception that study abroad was worth 
pursuing even in threatening circumstances. 
Olmsted notes that Smith College students and 
programmes did not run away from political trouble 
either; indeed, she says, they followed it: 
Just as the 60's made us explore, discover, 
uncover opportunities for study in Africa, 
the 70's and the Vietnam War occasioned our 
return again to the Far East and the Pacific 
Rim. For eight years, from 1966-1972, Smith 
operated a program at the University of 
Manila in the Philippines. Now the stress 
and political climate of the 80's centers 
more attention on Central and South America 
and the Caribbean. 192 
Smith programmes established in the Pacific Rim and 
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elsewhere, Olmsted argues, reflect the attraction to both 
sponsors and participants of areas emerging as 
politically and economically important, even when they 
may be experiencing unrest. 
More recent terrorist threats have diminished 
neither the overall numbers of u.s. students abroad nor 
the proportion of women among them. Just after the 
hijacking of an American jet from the Pan-American 
Airlines fleet, in Beirut, Lebanon in the spring of 1987 
-- a period marked by terrorism abroad and fear about 
overseas travel in the U.S. -- women still predominated 
in number, despite a drop in female participation and a 
rise in male,193 as displayed in the following graph: 
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Table 4.9 
CIEE study Abroad Programmes in France, 1973-90: 
Participation by Gender 
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Similar patterns reveal themselves in CIEE numbers 
representing participation in programmes in Spain from 
1973 to 1984, a period of time coinciding with the anti-
Franco movement, the end of Franco's dictatorship, and a 
sustained period of Basque terrorism: 
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Table 4.10 
CIEE Study Abroad Programmes in Spain (Undergraduate Only, 1973-84): 
Participation by Gender 
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While those terrorist acts were not directed against 
Americans, they did deter American interest in travel to 
Spain, according to crEE Director Jerry Johnson. 194 
Still, female enrollment exceeded male. Women have 
consistently enrolled in greater numbers than men in 
study abroad, even during times of political crisis and 
terrorist threat. 
287 
Student willingness to study abroad in these 
difficult circumstances, including that of women, goes 
unrecognised in face of the powerful traditional beliefs 
that dismiss the experience of participants as a Grand 
Tour. 
Participant Discourse, Practice, and Belief in Physically 
Difficult Settings 
Participants have manifested their belief that study 
abroad is worth pursuing during times of political 
upheaval. They have also pursued this study in 
physically difficult circumstances, rather than in the 
more luxurious environments suggested by image of a Grand 
Tour pursued by wealthy women, as so many believe study 
abroad to be. From the start, some sponsors observed 
that women would face less than comfortable 
circumstances. Smith College's President Neilson was 
aware, for instance, that when in France, students would 
live like the French, which might mean some unfamiliar 
physical discomforts. 195 Those discomforts did not 
approach those encountered two decades later by Americans 
returning to study abroad in Europe after World War II: 
In the years immediately following World War 
II, life in Western Europe was disorganized 
and difficult. Travel was slow and 
frequently disrupted. Food was rationed, 
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even in Switzerland. University facilities 
were frequently not yet restored. Housing 
was scarce and in poor condition. 
Americans, including students, were 
encouraged to stay at home because of 
conditions in Europe. When the Salzburg 
Seminar -- a summer conference for European 
and American students -- convened for the 
first time in the summer of 1948, "all food, 
with the exception of fresh vegetables was 
shipped from the United States. ,,196 
Sweet Briar students suffered similar discomforts. 
Dorothy Leet, President of Reid Hall, which re-opened in 
September 194'7, wrote to Joseph Barker at Sweet Briar to 
describe the lives of the small number of American 
students in Paris in 1947-48: 
I cannot remember a winter more interesting 
for the students studying in Paris. The 
French people have been wonderful to them, 
and the intellectual life in the theatre, 
music and art exhibits has filled all of 
their hours with the most stimulating 
programs. In Reid Hall they have not had 
any hardships at all, and while I may worry 
from time to time as to whether the next 
allotment of coal from the Embassy will 
arrive on time, we have never been short up 
to this time. We are having excellent food, 
we are having hot water each week-end, and I 
have rarely seen a group more content or in 
bet te r health. 197 
For Leet, post-war trials made studying abroad "more 
interesting." According to Sweet Briar Foreign Study 
Director Emile Langlois, conditions at Reid Hall were 
actually worse than Leet described. She could have 
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added, he said, "that there was no electricity on Fridays 
and until Saturday noon, that most apartments had not 
been repaired since 1939, that elevators did not work, 
that plumbing needed fixing. ,,198 France was still, 
according to the New York Herald Tribune of January 25, 
1948, "a country of limited economy, where milk, flour 
and eggs were precious commodities. ,,199 Nevertheless, 
American students chose to study there. 
In the summer of 1948, Dr. Barker reported: 
Good cuts of meat are unknown and the 
average Frenchman never even thinks of 
buying a steak. If you are invited for 
dinner and have kidneys you are being 
royally entertained, and that probably means 
your host will go meatless for days to make 
amends with the budget. 200 
Before their departure, the first group was advised "to 
bring or have sent to you: powdered milk, instant coffee, 
bouillon cubes, instant sweet cocoa, jams, butter, sugar, 
crackers, candy," none of which were available in 
Paris. 201 Professor Theodore Andersson remembered that 
"In the leaky, unheated houses and buildings of Paris we 
were all cold despite sweaters, overcoats, scarves, 
gloves, and often overshoes"; yet, as Professor Langlois 
notes, none of this deterred faculty or students. 202 
The rebirth of study abroad after World War II 
occurred not in the lap of luxury nor in an environment 
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that encouraged or even allowed frivolous travel. Yet 
participants, including again the women, consistently 
expressed their willingness to experience physical 
difficulty as part of the overseas educational 
experience. 
Participant Discourse, Practice, and Belief in Non-
Western European Settings 
This belief that study abroad is an experience worth 
pursuing even in face of physically challenging 
circumstances is also displayed when one analyses 
enrollments in the gradually expanding opportunities in 
less developed nations. u.s. study abroad programmes 
originally were founded in European sites and they remain 
largely located in Europe. As Chapter Three described, 
traditional beliefs that study abroad is Grand Tour 
experience and a cultural pursuit have been grounded in 
these customary European locations and the Eurocentric 
curriculum. Policy makers have advocated site 
diversification, believing in the inherent worth of 
studying in new regions 203 and believing that, by 
establishing study sites outside Western Europe, they 
might reach a more diverse population and even increase 
male participation. 204 
In 1995-96, the year for which most recent 
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comparative educational statistics are available,205 
almost two-thirds (64.8%) of students who studied abroad 
went to Europe, both Eastern and Western destinations. 
As high as it is, this figure is actually the lowest 
since the lIE survey began, in 1985, when nearly four out 
of five (79.6%) studied in Europe. 206 The change 
signifies that in the last decade, a small but growing 
number of students have chosen non-European sites for 
study abroad. 207 
Traditional beliefs frame study abroad as a 
European experience chosen by women in the spirit of the 
Grand Tour. As described above, policy makers advocate 
developing programmes in non-European locations for 
reasons including increasing male enrollment. However, 
again in a practice reflecting an alternative belief 
system, data collated on gender by the Council on 
International Educational Exchange indicate that among 
students choosing Third World study sites, 61.4 percent 
were women. 208 The proportion approximates the 3:2 ratio 
which has for so long characterised u.s. study abroad 
gender enrollment, no matter what the destination. 
Women's interest in non-conventional sites is also 
reflected in applications to the National Security 
Education Program, a federally funded program to promote 
study in Third World nations. 209 A stated NSEP policy 
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objective is to encourage "gender-balanced participation" 
-- in other words, to increase male participation. This 
objective led to acceptance of a pool of finalists in 
which 54 percent were female, though more (57%) had 
applied. 21o Both the CIEE study and the NSEP statistics 
indicate a substantial female interest in Third World 
programmes. 
This practice on the part of women to study in 
developing settings, endure physical hardship, and 
experience political risk reflects an ongoing discourse 
of commitment to study abroad, even when circumstances 
are difficult. Foucault argues that the episteme defines 
a practice, recognising in it what is normalised and 
excluding what is not. 211 Just as with the other 
alternative discourses, those components of participant 
discourse and practice which appear to conform to the 
episteme are incorporated into it, while those that do 
not conform remain excluded alternative beliefs, as 
demonstrated in this table: 
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Table 4.11 
Summary 
~ternative and Traditional Beliefs in the Discourse of Participants 
in Study Abroad Programmes: Risk and Worth of Pursuing Study Abroad 
ALTERNATIVE DISCOURSE AND PRACTICE TRADITIONAL BELIEFS 
EXHIBITED OR REINFORCED 
BY ALTERNATIVE DISCOURSE 
AND PRACTICE 
1. MANY STUDENTS, IN THE MAJORITY 
WOMEN, HAVE PURSUED A STUDY ABROAD 
EXPERIENCE IN SPITE OF HARDSHIP, 
POLITICAL UNREST, AND PHYSICAL 
DISCOMFORTS. 
Smith women persisted while 
located in politically tumultuous 
European sites, including Spain, 
Italy, and Germany before WWI 1212, 
as did Delaware students, in the 
maj ori ty women. 213 
Post-WWII study abroad 
participants, again predominantly 
women, traveled on troop ships 215 
to European sites characterised by 
post-war political and physical 
devastation. 216 
Study abroad in the latter half of 
the twentieth century has been 
pursued, always by a majority of 
women, at sites of political 
unrest and danger. 2D Indeed study 
sites were developed in regions 
whose visibility was enhanced by 
poli tical crisis. 218 
Students have endured hardships in 
their living conditions in order 
to pursue study abroad. 219 
2. WOMEN AS WELL AS MEN HAVE BEEN 
WILLING TO STUDY IN THIRD WORLD 
DESTINATIONS NOT ASSOCIATED WITH 
LUXURIOUS CULTURAL ENCOUNTERS. 220 
Pre-WWI transatlantic 
travel aboard passenger 
ships generated a belief 
that study abroad was a 
luxurious Grand Tour for 
privileged women. 214 
Discussions of women's 
yearning for or interest 
in travel can reinforce 
the Grand Tour norm. 
While there is growing 
interest in Third World 
destinations, the 
majority of study abroad 
programmes remain in 
European locations. 
In sum, women have clearly evinced an interest in 
studying in locations even where living conditions are 
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less than comfortable, let alone luxurious. In numbers 
usually greater than those of men, they have willingly 
chosen settings that reflect an alternative discourse 
that validates study abroad as sufficiently worthwhile to 
experience discomfort and to take risks, personal and 
political, to pursue it. 
This validating discourse is obscured within the 
academy because of the power of the episteme to determine 
what is respected. More broadly, this episteme continues 
to frame study abroad not only as a European Grand Tour 
but also as a predominantly Eurocentric, liberal arts-
oriented experience; as an experience primarily for 
female participants lacking in serious career or academic 
interests; and as a lesser educational offering than 
those found in the United States. A genealogical 
perspective reveals alternative discourses among study 
abroad participants about these topics as well, as this 
chapter will now describe. 
Part Four. Participant Discourse and Practice: The 
Articulation of Academic Motives For Studying Abroad 
That study abroad is academically weak is a 
persistent theme in the traditional beliefs about of 
study abroad in higher education institutions. This 
section will explore the alternative discourses conducted 
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by participants about their academic commitments -- once 
again, a discourse ignored by so many of their peers and 
teachers. 
For example, traditional beliefs casting study 
abroad as academically weak found voice in a variety of 
descriptions when study abroad educators collected 
"mythologies of going abroad" for the American education 
abroad magazine, Transitions Abroad. Students who had 
not pursued foreign education were asked why they chose 
not to study abroad. Some common reasons were: a belief 
that study abroad benefited only those interested in 
studying foreign cultures; a belief that study abroad 
hindered rather than advanced academic progress; a belief 
that study abroad would not contribute to professional 
development; and a belief that study abroad might amount 
to a frivolous experience. In the students' words: 
I'm not a foreign language major, so your 
programs have nothing to offer me. 
I'll fall behind academically. 
Going abroad will never do anything for my 
career! 
It will jeopardize my chances of getting 
into graduate/medical/law schools. 
My parents think I'll waste my time when I 
should be studying. 221 
other students specifically voiced the traditional belief 
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that study abroad offered weaker academic education than 
domestic education in domestic settings: 
Science isn't as developed in other 
countries. 
Science students have no reason to go 
abroad. 
There are no opportunities for students in 
the sciences and engineering. 
They won't have computers there. 222 
Students are members of the higher education discourse 
community. Those who choose not to study abroad hold 
many of the same traditional beliefs that faculty and 
administrators, considering it an academically 
insignificant experience. 
This section identifies the alternative discourse of 
those who chose to go abroad. This inquiry, like earlier 
ones in this chapter, will focus on the motives of the 
women who have been marginalised by traditional beliefs .. 
The analysis will illuminate participant beliefs about 
the academic value of study abroad from the earliest 
years up to the present day_ 
Participant Discourse, Practice, and Belief: Academic 
Expectations of Early Participants 
Programmes established in the United States after 
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World War I were viewed as academically rigorous and 
valuable by the faculty who supported them. As this 
chapter has demonstrated, they envisioned programmes 
populated by students, women as well as men, with strong 
academic records. The Delaware programme was created for 
high achievers; the Smith programme in Paris was an 
honours programme. 223 
The discourse of participants reveals parallel 
beliefs. These students saw themselves as academically 
capable students seeking a demanding educational 
experience. Letters and surveys from the early years of 
the Delaware programme (1923-36) demonstrate that both 
male and female participants chose to study abroad in 
order to develop academic skills and abilities. (Neither 
male nor female students described it as pre-
professional, but that concept was alien to a culture in 
which, as previously described, male study was presumed 
to be professional while female was presumed cultural.) 
In 1933 the University of Delaware Committee on 
Foreign Study conducted a survey of all members of the 
Delforian Society, the alumni association for 
participants in its Foreign Study Plan programmes, 64 
percent of whom were women. 224 Committee Secretary Edwin 
C. Byam conducted the survey in January, when the 
programme had reached ten years old, sending out a 
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questionnaire designed to help plan for the programme's 
future "growth and serviceability.ff225 Of the total of 
485 alumni, 127 women returned the questionnaire. Their 
responses revealed that 29.13 percent had attended 
graduate school since study abroad; 88.19 percent 
considered that study abroad had provided scholastic 
benefits; and 62.99 percent felt that foreign study had 
helped them develop professional skills. 
Of the women responding, 33.86 percent were 
students, most of them graduate students, since the 
survey harked back to their junior year experience 
abroad. The next largest portion of respondents (12.6 
percent) were in business. A smaller proportion (11.02 
percent) considered themselves homemakers, and the 
smallest number (0.79 percent) were involved in the arts. 
In this small vanguard group of women studying abroad 
during the first decade of the Delaware programme, almost 
half went on to graduate study or professional work, 
manifesting a conception of themselves and their 
education as both academically strong and professionally 
oriented -- a conception not accommodated by the 
traditional beliefs describing women's intent. (See 
Appendix A, Table 4.12, University of Delaware Committee 
on Foreign Study Alumni Survey: Alumnae Occupations and 
Professional Affiliations.) 
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Some individuals wrote comments to this effect. 
Fredrica Harriman thought her study abroad years in 
France, in 1923-24 and 1926-27, became 'major factors' in 
her effort to secure a professional position. Ms. 
Harriman valued the academic quality of her year abroad: 
"I consider it the most beneficial year in my education 
more so than any of the other three years. ,,226 Helen 
Fisher, who studied abroad in 1931-32, called the 
scholastic benefit of her experience "tremendous. ,,227 
Edith Lucas, also a participant in 1931-32, said that her 
experience abroad produced "Discipline in writing and in 
studying generally.ff228 Kathryn A. Rauh (Mrs. R. T. 
Krogh), abroad in 1930-31, said that the experience 
taught her how to study so well that her academic average 
rose from 82 or 83 in her first two years of college to 
91 and 93 in her senior semesters. 229 
Information from the Delfor Alumni Directories 
reveals the interests of many early participants, 
especially the women. Helen Fisher, mentioned above, 
went on to complete an M.A. degree at the Fletcher School 
and entered the magazine publishing industry. Susanna 
Edmondson (a member of the foreign study class of 1927-
28) became an economics professor at Columbia University. 
The Record Book on 'Delforeans' from 1923 to 1936 
identified the occupations of as many women as possible: 
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74 were listed as married 
7 of those 74 listed an additional 
occupation 
37 were listed as an instructor or 
teacher 
35 were listed as being part of the 
business world 
21 were earning an M.A. or a Ph.D. 
degree 
5 were social workers 
In other words, women among those 174 early foreign study 
alumnae undertook professional or graduate activities 
following their studies abroad. 23o These women appear to 
have chosen study abroad as part of a larger career 
intention, which included academic achievement and 
professional involvement -- again a practice in this 
alternative community quite different from that conveyed 
within the traditional discourse about study abroad and 
its female participants. 
Mrs. Beatrice F. Davis (nee Beatrice Hume Farr) said 
in an interview conducted by Myron L. Lazarus for the 
Oral History Program of the University of Delaware that 
her graduate school and career goals were sidetracked 
when she turned down a fellowship at the Fletcher School 
of Law and Diplomacy, forced to do so by a serious 
illness in her family. She was not able to resume 
graduate study and pursue a fulfilling profession until 
mid-life. Even then, after her child was grown, she 
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considered that her commitment to advanced study and 
professionalism arose from her early foreign study 
experience. "I got a Master's Degree in library science 
and from then on I just have had an increasingly 
interesting and active professional life," said Mrs. 
Davis. "And I know that part of the success of that life 
has been the fact that I have had this [study abroad] 
experience. I use ita good bit now. ,,231 
From the beginning, programme participants engaged 
in an alternative discourse that validated study abroad 
programmes and their academic worth. Robert Pace's 
examination of Delaware and Sweet Briar alumni, conducted 
in the 1950s (when many of Delaware alumni were still 
living), confirms that students reflected in their 
discourse and practice serious academic goals in their 
studies abroad. Of the Delaware alumni, 302 responded to 
Dr. Pace's questionnaire; of the Sweet Briar alumni, 144 
responded. Of the Delaware alumni responding, 75 percent 
of whom were women, two-thirds had studied beyond the 
bachelor's degree level, suggesting that all students, 
male and female, in Delaware's early programmes were 
moti vated academically. 232 
In his book, American Juniors on the Left Bank: An 
Appreciation of the Junior Year in France, Francis M. 
Rogers talks about the academic quality of study abroad 
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just before and after World War II. He speaks as both a 
participant and a sponsor, since he attended the 
University of Delaware's programme in Paris then went on 
to become Professor of Romance Languages and Literatures 
and Dean of the Graduate School of Arts and Sciences at 
Harvard University. Remembering the Delaware programme, 
Rogers wrote that: "In my day the famed 'Cours de 
Civilisation Fran9aise' were excellent. H233 
Further evidence shows the high expectations that 
drew post-war students into study abroad. Based on a 
project conducted at Oregon State University, a Carnegie 
Commission study on international programmes at American 
institutions of higher education questioned what students 
valued in a study abroad programme. 234 Responses 
included: 
• The program should encourage the 
students to think. It should not 
simply be composed of lecture 
courses, but, to the extent possible, 
should be conducted in the manner of 
a seminar. 
• The program should lead to mastery of 
the language of the host country. 
• The program should have flexibility. 
It should provide for independent 
study where courses are not offered 
regularly. Even in the formal course 
areas there should be options to suit 
individual interests, such as art, 
business, or entomology. 235 
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Participants who requested programme features such as 
these were engaging in a discourse of academic worth, an 
alternative discourse which existed from the start of 
Sorbonne-model study abroad programmes after World War I 
and, as the next section will argue, continues today, to 
define study abroad as an academically valuable pursuit. 
Participant Discourse, Practice, and Belief: Recent 
Academic Motives Articulated for Studying Abroad 
Statements expressing serious academic motives for 
seeking study abroad were reported in the later twentieth 
century when the Council on International Educational 
Exchange published a profile of students abroad, produced 
through a survey conducted by Jolene Koester -- one of 
relatively few surveys focusing on students' motives for 
studying abroad rather than the consequences of their 
participation. 
The Koester study, described in Chapter Three, was 
conducted in 1985. It describes the motivations students 
express for choosing education abroad. Koester 
investigated motives by analysing participation in 
alternative study abroad modes: students in programmes 
sponsored by U.S. institutions; students enrolled in 
foreign universities; students developing their own 
304 
agenda for academic credit; and students choosing study-
travel opportunities (programmes with the strongest 
holiday component). In all cases, the majority of 
participants were female. 236 The Koester survey offered 
students a list of choices by which they could rank-order 
the following motives for overseas study: academic 
performance, improving education, improving foreign 
language, gaining knowledge of the country, having fun, 
meeting people, and improving self-confidence. 237 
Few students, even those electing the more holiday-
oriented study tours, stated their major motive to be 
'personal development' or 'leisure travel.' Fully 75 
percent of those on study tours and more than 80 percent 
in every other study mode identified more serious motives 
for going abroad. 238 Improving academic performance and 
improving education, both clearly stated academic 
motives, ranked high in three of the four programme modes 
-- a finding that describes an alternative to the 
traditional discourse about student motives. 239 
Two responses are more difficult to characterise in 
light of traditional beliefs, however: improving foreign 
language and gaining knowledge of a country. Improving 
foreign language is part of the liberal arts tradition of 
study abroad; gaining knowledge of a country could be 
understood as cultural acquisition. Yet these statements 
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indicate academic motivations as well. Indeed, in every 
mode, no less than 75 percent of all participants 
identified an academic over a personal motive for 
pursuing study abroad. 240 
The CIEE/Darden market study, like Koester's, is 
also designed to study motivations for going abroad. This 
study, too, reveals discourse that can be heard to 
sometimes sustain traditional beliefs while it also 
reveals alternative beliefs. 241 
In this study, only 7.1 percent of all students 
going abroad identified recreation as a primary motive. 
Instead they ranked learning a language (37.7 percent), 
learning about another culture (31.2 percent), and 
gaining expertise in a specific discipline (11.9 percent) 
higher. (See Table 3.4, Appendix A, for a graph plotting 
students' answers to the question of why they chose to 
study abroad.) Students did, however, recognise the 
pleasures of international travel, naming recreation as 
the third of their top three reasons for going abroad; 
the first and second were interest in international 
culture and improved language skills. 242 
Taken together, Koester's findings and the 
CIEE/Darden market study results describe an alternative 
discourse of serious academic intent among later 
twentieth century participants, despite some components 
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of the discourse which reinforce traditional beliefs and 
the episteme. 
Investigation of the early programmes -- the 
programmes that resulted in the development of 
traditional beliefs -- reveals clearly the academic 
motivations and expectations articulated by programme 
participants. The traditional beliefs about study abroad 
cast comments such as 'learning a foreign language,' 
'gaining knowledge of a foreign country,' or, most 
especially, 'learning about another culture' as 
statements describing an interest in a Grand Tour pursued 
for purposes of cultural acquisition, as Chapter Three 
illustrated. 
Nonetheless, Koester concludes that most students 
are motivated to study overseas by a strong interest in 
academic studies, which they perceive as valuable: 
These students also overwhelmingly 
associated their proposed trip with a strong 
emphasis on knowledge and academic 
experiences as source and goal for 
international travel. When asked to 
indicate source of interest and major 
personal goal, these students consistently 
selected knowledge related choices. 
Although the self-report nature of the 
information may exaggerate students' claims, 
the fact that so many are so predisposed to 
identify learning as important for their 
overall experience is significant. 243 
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This interest is demonstrated through the discourse of 
participants about their academic intent, as the 
following table summarises: 
Table 4.13 
SUllIltIary 
Alternative and Traditional Beliefs in the Discourse of Participants 
in Study Abroad Programmes: Academic Quality and Goals 
ALTERNATIVE BELIEFS TRADITIONAL BELIEFS EXHIBITED 
REINFORCED IN ALTERNATIVE 
DISCOURSE 
1. PARTICIPANTS IN STUDY 
ABROAD PROGRAMMES, 
INCLUDING FEMALES f ARE 
DESCRIBED AS HIGH 
ACADEMIC ACHIEVERS. 
Participants in the 
initial study abroad 
programmes, just after 
WWI (including female 
students) were considered 
capable academically. 244 
Participants in post-war 
programmes have also been 
described as capable. 245 
OR 
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2. PARTICIPANTS, 
INCLUDING THE MAJORITY 
FEMALE PARTICIPANTS, 
CONSISTENTLY IDENTIFY 
ACADEMIC MOTIVATIONS OVER 
OTHER MOTIVATIONS FOR 
STUDY ABROAD. 
Participant motivations, 
in their own words, 
reveal serious academic 
interests among those in 
the pre-WWI I programmes246 
as well as those 
immediately after WWII. 
In studies done at the 
end of the 20th century, 
academic motivations for 
choosing foreign study 
are cited more frequently 
than any other motives 
(i.e., over 75% of the 
time in all available 
studies) .249 
Motivations such as "improving 
foreign language," "gaining 
knowledge of the country, "247 and 
"learning about another 
cul ture"248 can invite derogatory 
interpretation, describing study 
abroad as a Grand Tour for 
trivial cultural acquisition. 
Students do recognise and 
articulate the pleasures of 
travel as an important 
motivation. 250 Sometimes they 
rank as unimportant learning 
more about a specific 
discipline. These motivations 
can suggest other than academic 
reasons for study abroad. 
In sum, many students have expressed academic 
motives for attending study abroad programmes (and 
choosing study abroad over other travel options), just as 
their academic mentors have articulated serious motives 
for establishing, operating, and supporting these 
programmes. The statistics and testimonies brought to 
light in this inquiry reveal how many women have 
understood the role of study abroad in their education. 
Their choice to go overseas has reflected an alternative 
set of beliefs about its worth, manifesting a conception 
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of study abroad as a worthy academic endeavor, pursued 
even in difficult times and settings to develop academic 
abilities and knowledge. More broadly, the discourse of 
this community presents an alternative to the vision that 
study abroad is chosen as a Grand Tour by women 
uninterested in academic pursuits. 
Part Five. Participant Discourse, Practice, and Belief: 
Professional Training and the Liberal Curriculum 
The alternative discourse of sponsors and 
participants has manifested the belief that the liberal 
curriculum is a valid field for study. Traditional 
beliefs casting study abroad participants as women who 
attend weak programmes, usually in the liberal arts, 
ascribe to them the motive of cultural broadening, seeing 
them at best as cultural guardians and at worst as social 
dilettantes. These beliefs describe the academic 
programmes for these women as lacking in serious 
professional training purposes. Men, who study abroad in 
far fewer numbers, are assumed to be planning a 
professional life regardless of their sojourn abroad, and 
the belief is expressed that most men remain "in the 
United States to build their careers."251 Once again the 
discourse displays alternative beliefs about the value of 
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preparing overseas for professional, vocational, or other 
job-related skills. 
This section will adapt Foucault's concept of 
genealogy to bring to light the alternative discourse of 
motivations expressed about the function of foreign 
education -- a discourse manifesting a strong interest in 
utilising this venue for professional preparation. 
Foucault argues that colleges and universities, and their 
constituencies, are institutions where intellectual 
inquiry most often reinforces beliefs that underlie the 
social system. 252 These institutions are defined by and 
reinforce visions of their own worth and function. Study 
abroad developed, as Chapter Three has described, when 
the value and function of institutions of higher 
education derived from preparing male students for the 
marketplace. It is in this context that the dialogue of 
women's motives for education abroad formed and 
traditional beliefs emerged. By identifying beliefs in 
American culture about the reasons for educating women, 
this thesis establishes a foundation for understanding 
the perceptions of female participants about the 
professional utility of study abroad. 
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American Discourse about Women and Educational Purpose: 
The Implications for Study Abroad 
In order to identify beliefs held by study abroad 
participants about their career interests and the 
contribution study abroad might make to them, this 
section will examine the beliefs manifest about women's 
education in the discourse and practice of the American 
academy: the purposes of education for women, women's 
role in society, and the function of the liberal 
curriculum in the education of women. Shifting opinions 
as to the function of higher education for women have 
already been described in Chapter Three. Since these 
perceptions frame women's academic and career preparation 
choices, this section will recapitulate the previous 
discussion and further explore these views. 
To review, male education has been perceived as 
purposeful and serious, preparing for material success, 
professional responsibility, 253 and public service. 254 For 
example, Harvard University, America's earliest 
institution and still the figurehead for all the nation's 
universities, served an all-male constituency until the 
middle of the twentieth century. 255 Harvard's purpose, 
and the purpose of the other emerging colleges, was to 
train the ruling class. 256 That education was therefore 
intended for men. 257 
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Women slowly gained access to higher education 
within the United States, yet their goals were presumed 
to be personal and cultural, not professional. 258 As 
Chapter Three indicates, it was assumed that women needed 
education to enhance their roles as caretakers and 
nurturers, not to empower them as professionals or 
leaders. 259 Both men and women studied the liberal arts, 
but the function of their studies was understood to be 
different. For men, liberal studies, and soon thereafter 
the new social sciences, laid a path of professional 
education. 260 For women, they represented a way to finish 
out one's personal development. 261 
The purposes perceived by early twentieth-century 
women for their educations often differed from popular 
belief. Evidence suggests that even then, in their 
alternative community, women articulated serious 
professional motives for going to college, preparing to 
support themselves financially and supporting their 
"quest for intellectual as well economic independence."2~ 
As Chapter Three outlines, many chose the academic route 
for self-sufficiency, intellectual development, and 
professional aspirations,263 conducting a discourse and 
practice which did not fit with the set of accepted 
beliefs about the function of education for women. 
313 
Educational Access 
Just as the presumed purpose for educating women 
differed from that for educating men, women's access to 
education also differed from that of males. 264 While 
women students contributed in large numbers to the great 
modernisation that swept through American universities 
prior to and just after World War 1,265 they continued to 
specialise in the liberal arts, with some vocational 
training in nursing, teaching, or the emerging discipline 
of home economics. 266 They found themselves largely 
excluded from the new professional disciplines described 
earlier in this chapter. Before World War I, women 
received little encouragement to attend graduate 
school. 267 They struggled for inclusion in law and 
medical schools,268 with some success, but then discovered 
that they were still by and large excluded from 
professional practice. 269 
Some American women described this lack of access to 
graduate and professional education as a motive to study 
overseas, particularly in Germany, at the end of the 
nineteenth century. For example, in 1879 M. Carey 
Thomas, leading female educator and President of Bryn 
Mawr, unable to gain sufficient access to education in 
the United states to accomplish her academic goals, went 
to Zurich to complete her Ph.D. degree. 27o Margaret 
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Rossiter calls the attempts from 1870 to 1900 by women to 
gain higher university degrees, both in the U.S. and in 
Germany, "a process of quiet infiltration, a kind of 
educational 'guerilla warfare' or slow 'war of attrition' 
against the universities"; their numbers eventually urged 
a "change in policy, which could now be seen as harmless, 
'only fair,' long overdue, and quietly enacted.,,271 
A small number of women did pursue their studies 
abroad successfully in these early decades. 272 In the 
U.S., when women were accepted into graduate schools, 
they sometimes found that professors did not have the 
same expectations for them as for their male 
counterparts. 273 "While for men the pattern of extending 
educational years for professional training after college 
became conventional after 1910, for women the decision to 
attend a liberal arts college and to continue with 
further education involving long years of expense and 
commitment usually meant having to delay or renounce the 
option of marriage," writes Barbara Solomon. "As going to 
college became the acceptable way to spend late 
adolescent years for the middle-class girl, so the notion 
of continuing in professional training became the 
nonconforming act of a few women. ,,274 Few women advanced 
in the fields of medicine, law, or engineering, battling 
tradition. Their circumstances made it difficult to 
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devote themselves to a long and expensive professional 
training programme. 275 
In the late nineteenth and early twentieth 
centuries, as respect for the professional world 
increased and humanistic and social science disciplines 
di versified, 276 high-quality and broadly defined 
professional training became part of the mission of the 
American university (see earlier in this chapter). New 
career paths depended upon a foundation of professional 
education. These careers garnered greater respect, as 
did the theoretically based training for them.277 
Women played a part in these trends, but they did 
not always fully partake of them, gaining no more than 10 
percent of the degrees offered in the new disciplines nor 
more than 10 percent of the employment in these fields by 
mid-century. 278 Women neither gained access nor 
participated in early professional training programmes in 
the universities. As Patricia Graham points out, 
"college was not substantially at variance with society's 
expectations for men. . However, since society had 
quite different expectations for women, the new rationale 
for college attendance did not apply to them. . 
Being an undergraduate with the independence that 
implied, the opportunities it afforded for subsequent 
employment and the threat to purity and piety that the 
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campus provided, violated these canons. ,,279 Professional 
education was a male bastion. Women studied the liberal 
arts, a study that was presumed, at least for women, to 
encourage the flowering of the mind but not to prepare 
for the world of work. 
Job Access 
Women's lack of full access to professional 
education paralleled their lack of full access to that 
world of work in the early twentieth century. "There was 
no glorious past when women professionals were ever 
treated equally with men. ,,280 Some patterns changed in 
the first decades of the twentieth century, in part 
because of economics. "Unlike women graduates of earlier 
generations, those of the 1920s and 1930s knew that they 
would either take a job or pursue further study in 
preparation for professional work."Z81 War caused women 
even more seriously to consider themselves part of the 
working world. In the years between World War I and 
World War II, the typical college woman worked at least 
for a short time after college. z82 During both world 
wars, the absence of men at home produced a great need 
for skilled and professional employees, and women filled 
those positions in greater numbers than ever before. 
"Positions were everywhere open to us; it never occurred 
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to us at that time that we were taken only because men 
were not available," said Marjorie Nicolson, who received 
her B.A. from Michigan State University in 1914. "The 
millennium had come; it did not occur to us that life 
could be different. Within a decade shades of the prison 
house began to close, not upon the growing boy, but upon 
the emancipated girls.,,283 Professional doors that had 
opened for women during the war years closed afterwards. 
In the 1920s, when America's first study abroad 
programmes were taking shape, women also represented a 
large proportion of the professional work force: 45 
percent in the 1920s, for example. That percentage began 
declining in 1930 until it reached its lowest point in 
1960,284 when women participated only slightly in 
traditional professions. By the early 1980s, women 
comprised 14 percent of all lawyers and physicians in the 
Uni ted States. 285 
Women more often filled the semi-professions, 
including social work and librarianship, as well as older 
female-dominated occupations such as teaching and 
nursing. 286 The label 'semi-profession' was a denigrating 
term, describing fields which were perceived as "less 
demanding, less permanent, and more appropriate for women 
than the prestigious ones reserved for men" -- fields 
that were "perceived as continuing and updating the 
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female tradition of service to society. ,,287 It was 
accepted that women would move into traditional service 
fields, most of which -- such as nursing and teaching 
had not originally required college training. 
This move toward professionalisation ultimately 
affected teacher education. At first, teaching 
credentials were not associated with baccalaureate-level 
education. Would-be teachers followed a training 
programme,288 yet teaching -- shown by many studies to be 
the career most often chosen by women -- did represent "a 
route to advancement. ,,289 Teaching was the "principal 
occupation of the college woman from the beginning. ,,290 
Women taught, among many reasons, because it was a way to 
earn a living; because they enjoyed studying and wanted 
to teach; and because teaching salaries were often better 
than those of other semi-professions. 291 Teacher training 
at higher educational levels emerged in the 1920s, and 
was eventually viewed as professional training. 292 
Teaching was women's leading profession. 293 
In the period after World War II, like that after 
World War I, the boom of jobs available to women abruptly 
came to an end. 294 Questions resurfaced about women's 
social role and the purposes for their education. Once 
again, the idea surfaced that college should prepare a 
woman for "female roles" and foster "aspirations strictly 
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within bounds."295 Meanwhile, amidst enthusiasm and 
exuberance about the family, males flooded the halls of 
higher education, supported substantially by the GI Bill. 
Women, expected to marry within three years after 
graduation, still worked in large numbers296 : 
Women had a substantial place in the labor 
force because there were more jobs than men 
could fill. By the mid-20th century, 
women's participation belied or contradicted 
the stereotyped view of their functioning 
exclusively as wives and mothers. That 
educated women with or without children 
worked for most of a good part of their 
adult lives became increasingly the norm and 
not the exception, despite expectations to 
the contrary.2~ 
Women worked, Solomon emphasises, although society 
manifesting the power of the episteme, as Foucault 
describes -- maintained the illusion that they did not. 
Women made up 65 percent of the labor force between 1950 
and 1960, with college women forming "an integral part of 
this trend," as sociologist Alice Rossi put it in her 
speech, "The Equality of the Sexes; An Immodest 
Proposal. "2% 
Married women worked; single college women worked. 
Educated women worked in a variety of fields. But as in 
the period before the war, women worked predominantly in 
fields traditionally identified as female: "teaching, 
nursing, social work, and low-level management,"2~ 
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experiencing only some increased access to the 
traditionally male professions. 300 
The 1970s and 1980s witnessed the emergence of the 
feminist movement in the United States. In the last full 
census, conducted in 1990, 81 percent of women with a 
college degree participated in the u.s. labor force. 301 
The feminist movement had a strong impact on the access 
of women to professional education and careers, but 
traditions die hard, as historian Barbara Solomon states: 
"Liberal arts education for women has entered a new 
stage; but it should be remembered that although in the 
1980s collegiate access is greater than ever, women are 
still the second sex in most of academia. . . 
equi ty in numbers would not assure equality. ,,302 
Even 
In the period from 1920 to the present, women not 
only manifested strong interest in professional, 
vocational, and/or job training in education; they also 
increasingly held jobs, no matter whether they were 
single, married, or with children. During the same 
period, the types of job accessible to women, even 
educated women, have often been those associated with 
nurturing and service, especially teaching and liberal 
arts-based professions such as writing. So "whether or 
not the college authorities intend to prepare them, the 
[female] students themselves use their education" for 
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professional gains,303 yet without recognition ~- a 
striking example of the power of an episteme to render a 
practice ignored. 
The work of the educated woman, whether vocational, 
professional, or otherwise, has long been grounded in the 
liberal education tradition. Any aspect of that 
education, including study abroad, has carried the 
potential for professional development and career 
preparation. These characteristics of women's experience 
through twentieth-century America are neither validated 
nor recognised within the framework of the prevailing 
tradi tional beliefs. 304 
While the tradition has been that education should 
train women to serve and nurture,305 American women 
manifest a discourse and practice which articulates the 
purposes of liberal education to train their minds and 
hone their skills, to function as independent thinkers 
and, in increasing numbers, to gain independence and 
earning ability. This alternative conception of the role 
of liberal education for women, excluded by traditional 
beliefs, is described in the conclusion to Barbara 
Solomon's history of women's education, a chapter 
entitled "The Promises of Liberal Education -- Forgotten 
and Fulfilled. ,,306 
"More women in the United States had gained access 
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to higher education at the start of World War II than in 
other modern countries, yet this access did not ensure 
that they could use that education as fully as men 
could," writes Solomon. "Liberal education had made a 
real difference in women's lives, but their choices were 
still limited by personal inhibitions as well as public 
barriers. The course of development of the educated 
woman did not become any simpler in the next four 
decades. ,,307 Solomon presumes that liberal education has 
been for women an avenue of vocational and professional 
training, not a mode of cultural acquisition. This 
alternative vision of liberal education for women, 
different from traditional beliefs, frames the 
alternative discourses of the women who have followed its 
path through study abroad. 
Alternative Discourse: Beliefs about Study Abroad, 
Professional Preparation, and the Liberal Curriculum 
The liberal arts, encompassing the social sciences 
and the humanities, have been the predominant academic 
pursuits among American women, not only at horne but 
abroad. 3oe In the academic world, the belief that the 
liberal arts no longer offered a training ground for 
professional or career-level work, especially for women, 
contributed in the discourse formation of traditional 
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beliefs about study abroad and acted as a self-fulfilling 
prophecy. As mentioned in Chapter Three, that more women 
than men study abroad as undergraduates and more in the 
humanities than in professional fields supports the 
presumption that undergraduate study abroad is not a 
serious endeavour. 309 Nonetheless, many women have 
expressed in their discourse and practice a belief that 
study abroad in the liberal curriculum supports their 
professional goals: "Significant numbers of study-abroad 
participants expect to have international dimensions in 
their future careers and hope that time abroad will 
enhance their marketability," state Cooper and Grant. 
"u.S. students in higher education show marked career 
orientations, and those going abroad more often than not 
link their vocational goals in some way to their 
international academic experiences.,,310 The majority of 
these students are, of course, women, most of them 
pursuing a liberal arts curriculum. 
Robert Woodberry, President and Chancellor of the 
University of Maine System and former Chair of the Board 
of Directors of the Council on International Educational 
Exchange, comments that: 
Within the several purposes of priorities of 
higher education the most important is to 
develop a deeper understanding of the human 
condition and possibility, to explore the 
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complexity and variety of the human drama 
and the physical world. 
We often refer to this as a liberal 
education. In addition, however, we expect 
higher education to prepare one for a career 
or profession and to nurture the attitudes 
and capabilities appropriate to citizenship. 
These purposes are inextricably 
intertwined. And the extent to which each 
has taken an international imperative is 
obviouS. 311 
An alternative discourse that explicitly professes 
connections between liberal education and professional 
training developed in the earliest stages of study abroad 
in the United States. As described earlier in this 
chapter, Delaware's President Hullihen was motivated to 
begin that school's study abroad programme largely by the 
desire to provide students with the international 
experience necessary to conduct themselves capably in the 
professional world. Teacher education was prominent 
among the professions identified by Hullihen as a 
direction toward which students should be educated, as it 
was by Smith College faculty and administrators. Smith's 
Emeritus International Education Director, Patricia 
Olmsted, writes: 
It was certainly the intention that the 
institution in those early years of junior 
year abroad schemes in Europe was to give 
students the opportunity for a greater 
proficiency in a foreign language, with the 
assumption that most would subsequently go on 
to secondary or private school teaching. 312 
325 
Within the alternative discourse, foreign language 
study to prepare for teaching was validated as a 
prominent and worthwhile reason for programme 
development. 313 Language teaching, however, especially at 
the elementary and secondary levels, was considered a 
woman's profession and as such was denigrated as less 
than professional within the broader academy, as Goodwin 
and Nacht note when they state that the "collateral 
purpose" of a Grand Tour-like experience abroad "may be 
to provide the tools for a genteel occupation such as 
language teaching"314 a comment suggesting that 
teaching language is an activity of leisure. 
The alternative discourse that attached professional 
worth to liberal education abroad and professional 
identity to foreign language teaching included with it a 
discourse attaching value to learning a foreign language 
for its own sake. 315 Since the academic community 
regarded the study of foreign languages per se with 
skepticism, this association further fulfilled the 
expectations of the normalised view of foreign study as a 
less than serious cultural Grand Tour, pursued by women 
with no career goals in mind, and contributed to 
obscuring the discourse of participants about the 
functional worth of the liberal curriculum abroad. 
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Professional Purpose: Participant Discourse and Practice 
Although traditional beliefs did not validate the 
motives of students who pursued education overseas, 
vocational intentions and a concern for career 
preparation surface persistently in the discourse of 
participants. For example, professional interests of all 
types, including future teaching careers, were expressed 
as motivation among the early Smith College participants. 
When asked what they would do with their knowledge and 
appreciation of another language and culture, 
participants gave voice to their aspirations. ~What we 
are doing with our lives after June, people seem to think 
will prove something conclusive about the benefits 
derived from the year of years when we were juniors in 
France," Olmsted quotes a participant as saying: 
Ten of us are to teach French in secondary 
schools, . . . ten more are going to do 
graduate work, not all in French; one will 
work in philosophy, another in Italian, a 
third enters Oxford, a fourth has won a 
fellowship to the University of Bonn, still 
another is to study sculpture at the Ecole 
de Beaux Arts in Paris, and a sixth is 
planning to take an M.A. in music at Yale. 
Four, for the glory of the major, are 
continuing French either at Columbia, Johns 
Hopkins, or the University of Chicago. Of 
the rest, one is entering the training squad 
at Macy's in the fall, .. two with secure 
positions in bookstores and one has a 
reporting job on a Boston newspaper. The 
rest are either engaged or have fathers who 
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consider trips around the world the only 
aftermath of a college education. 316 
A few of these students were describing their vision 
of the Grand Tour, but the majority (24 out of 37) from 
that first year of Smith's programme in France 
articulated instead future professional and educational 
plans, stating goals for either graduate study or jobs. 
From the start of this programme, many participants 
expressed concrete academic and professional preparation 
interests, but the few who did not were the ones 
recognised by the emerging normative perception, and 
their discourse contributed to the empowerment of the 
episteme. 
Smith students were not alone in conceiving 
themselves as destined for a professional life. In the 
Pace study of the first modern programme and its heir, 
Delaware and Sweet Briar alumni identified improved 
language skills and improved study methods as values they 
gained abroad, and both groups named vocational or career 
results of their experiences. While the Pace study 
examined the consequences of -- not the motivations for 
-- programme participation, these results reflect a 
discourse of career-oriented education abroad. Two-
thirds of the Delaware alumni and half the Sweet Briar 
group studied beyond the bachelor's degree level, 
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suggesting not only academic but also professional 
intent. 317 
In the first twenty-five years of the Sweet Briar 
Junior Year in France programme, R. John Matthew notes 
that "of those participants who were especially 
interested in French, many have returned later to become 
teachers and professors of the language and literature at 
various levels. Some of them are in our finest 
institutions of higher learning; and all of them say that 
they became involved in this work primarily because of 
the year they spent in France. ,,318 Matthew goes on to 
describe the professional (non-teaching) careers of Sweet 
Briar participants, reporting that "there is hardly a 
field of human endeavor which the Junior Year in France 
participants have not entered. They are actors, 
actresses, architects, artists, doctors, lawyers, 
editors, writers, diplomats, social service workers, 
librarians, foreign correspondents, museum directors, 
farmers, businessmen, musicians, as well as secretaries 
and professors. ,,319 
An examination of the oral histories, letters, and 
documents available from Delaware participants reveals 
their articulation of career-oriented motives even in 
these earliest years of undergraduate study abroad 
programming: 
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It made me anxious to go on with study and 
to seek out that excellent French milieu in 
America. 
I believe I never should have been hired to 
a teaching position without having had the 
year in France. In fact, the principal of 
the school informed me that she never would 
have dared to take a chance with an 
inexperienced person unless that person had 
some very special training and 
opportunities . 
. it was largely due to my Junior Year 
Abroad experience that I secured a teaching 
position in high school immediately upon my 
graduation from college . . . In fact, more 
than the position I now hold were open to me 
and I had the opportunity to make a choice. 
This, I think, is very encouraging for those 
who are contemplating entering the Delfor 
ranks as a business investment. 320 
In Aureta E. Lewis' letter back to the University of 
Delaware, reflecting her experience among study abroad 
students in 1937-38, she recalls that "[o]ther French 
majors with secondary interest in economics intend to 
take business courses after graduate from college and 
hope in the future to obtain positions in which they can 
make use of their French as well as of their business 
training. ,,321 
"I feel that my experience in the University of 
Delaware foreign study group has been most remunerative 
-- socially, academically, financially," wrote Mary Leet, 
who participated in the programme in 1927-28. Amanda 
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Macy, another teacher, who studied abroad in 1933-34, 
considered her Delfor experience a "business 
investment. ,,322 
Indeed, for these pioneer students, the Junior Year 
Abroad was, according to Patricia Olmsted, a "positive 
step toward a career, in academia especially" for women: 
"while men who studied abroad at that time were more 
likely to be in the professions of law, medicine, or 
academe -- such opportunities for women to study in 
universities abroad were limited as very few universities 
on the continent were open to women at that time. ,,323 
Women had limited access to professional studies at home 
and even less access abroad, but they could ground their 
professional interests in a liberal education. 
This function for overseas education continued with 
the re-establishment of foreign education after World War 
II. Although reports in the Sweet Briar Junior Year in 
France Alumni Newsletter are anecdotal, they reflect the 
self-reported professional engagement of some of the 
post-War participants. Alumni notes came from women who 
were college professors, a manager in a major New York 
accounting firm, a market researcher, a public interest 
attorney, an estate and tax lawyer, the founder of a 
preschool in South Africa, the assistant treasurer at a 
New York bank, a political consultant, a published 
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author, a sales assistant at a stock brokerage, an 
industrial development analyst, a congressional 
researcher, a computer software marketer, an architect, 
and a systems engineer. One woman did report that "I 
devote most of my time to cleaning, cooking, diapers, and 
pleasing a husband," but her case was distinctly in the 
minori ty. 324 
The professional interests of many participants are 
substantiated by the alumni survey of Sweet Briar 
students. The survey results reveal strongly stated 
intentions to work professionally. In answer to career 
interest questions asked in the survey, 90 percent of 
male participants and 79 percent of female participants 
said they hoped to pursue graduate or professional work 
after graduation: 
Table 4.14 
Sweet Briar ~umni Survey: Question 1 
Intentions for Graduate Study, Professional Study, or a Career 
!M<tionlll 
No MoyW 
Male 35 4 Q 10% 0% 
Female 1~1 21 6 17% 4% 
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Sixty-eight percent of female participants felt that 
study abroad was significant preparation for their 
subsequent professional training: 
Table 4.15 
Sweet Briar ~umni Survey: Question 2 
Study Abroad as Preparation for Graduate or Professional Study or a 
Career 
No MI~ Other 
3 7 6 
12 ~ " 
Since women as well as men entered the study abroad 
experience with strong professional goals, either a 
career or graduate study, it is not surprising that their 
overseas experience did not change their educational and 
career goals; rather a majority of women but a smaller 
proportion of men viewed their study abroad experience as 
directly connected to their later work,325 as shown in 
this table: 
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Table 4.16 
Sweet Briar ~umni Survey: Questions 3 and 5 
Change in or Direct Connection to Graduate Study, Professional Study, 
or Career Goals 
Yes 
14 
31 
21 
79 
No 
22 
94 
} 
3\ 
No Ma)'b<! 
The response to Question 4 of the Sweet Briar alumni 
survey, when calculated as a percentage of the total 
number of respondents to the survey, reveals that 90 
percent of the men and 71 percent of the women went on to 
graduate or professional study. Seventy-two percent of 
the men and fifty-eight percent of the women responded 
they pursued full-time professional work at some point in 
their lives. From all possible answers to this question, 
women also indicated more frequently than men that they 
worked non-professionally, part-time professionally, and 
part-time non-professionally. 
Viewed from many different perspectives, both 
motivations and experiences articulated by students 
abroad reveal their professional and career-oriented 
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goals. For these students, study overseas was not a 
Grand Tour, as the traditional belief defined it. Nor 
did they choose the liberal arts only to broaden their 
cultural horizons. Students, including females, 
conceived of study abroad as a way to gain skills and 
knowledge with direct application to their future 
careers. 
These motivations, manifested in the earliest study 
abroad programmes and their direct descendants, continue 
to be reflected in the discourse of participants to the 
present day. Writing in 1990, the authors of the Carlson 
study of undergraduate experience abroad stated: 
A substantial number of study abroad 
students noted that career factors were 
significant to them in electing to study 
abroad. .. The perceived significance of 
the sojourn abroad for later career 
development is understood by the fact that 
between 87 and 95 percent of the study 
abroad students felt that they would be able 
to utilize the international experience in 
their later professional life. 326 
The International 50 colleges attract students with 
strongly professed career interests as well. For these 
liberal arts colleges, study abroad is intrinsic to 
professional training: "These colleges attract students 
because of the strength of their international programs. 
[F]irst-year students ... entering colleges of 
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the International 50 are more interested in international 
programs and careers than their counterparts at research 
uni versi ties or all schools nationally. ,,327 As noted 
earlier, students at International 50 colleges are far 
more likely than those at research universities or other 
institutions to study abroad. 328 The Koester study also 
demonstrates this discourse of professional preparation, 
indicating that at least half of study abroad 
participants expect their experience to play a role in 
their professional development. 329 
While many students articulate an alternative 
discourse envisioning career benefits from study abroad, 
not all do. The discourse and practice of those students 
who do not express interest in study abroad to develop 
their careers helps sustain traditional beliefs about the 
irrelevance of study abroad to professional development. 
Conversely, even some students not studying abroad 
consider the experience beneficial to the future careers 
of participants, as found in the Darden survey, in which 
47 percent believed study abroad would improve their 
chances for graduate admission and for getting a better 
job. 33o While these students thought study abroad could 
be beneficial, the discourse reflecting traditional 
beliefs that was expressed by so many of the students 
polled for the Darden study, and which has been described 
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in this thesis,331 has reinforced the traditional beliefs 
defining study abroad as a practice devoid of 
professional training relevance. 
For Foucault, individuals and institutions are 
constrained, confined, and defined by the definitions 
they hold to be truth. 332 Beliefs limiting the range of 
women's education and professional pursuits in the United 
States have shaped and influenced the discourse about 
study abroad. Those women whose experience has taken 
them outside the norm -- those who have pursued 
professional development through the liberal curriculum 
abroad -- have conducted a discourse which has been not 
been recognised by the episteme. While some features of 
this discourse can confirm the norm, nonetheless the 
historical, anecdotal, and statistical evidence clearly 
reveals an ongoing alternative vision that validates the 
functional worth of study abroad. 
An Emergent Discourse of Professional Training 
Women have used liberal education, domestically and 
internationally, to train themselves to take on a myriad 
of work responsibilities in the public sphere. 
Discipline-specific professional training programmes now 
being developed in study abroad, described earlier in 
this thesis, offer a new venue for overseas professional 
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development through overseas study, though not through 
the liberal curriculum which has so long and effectively 
served its female constituency. Opportunities to study 
overseas in the professional disciplines are relatively 
new. lIE statistics show that as late as 1985, only 20 
percent of students abroad registered in discipline-
specific professional training programs. 333 By the mid-
1990s this figure had grown to 25 percent. 334 During this 
time the gender ratio in study abroad enrollment remained 
steady, as it has from the start. 
Study abroad advocates writing policy have hoped to 
increase male participation in study abroad, linking 
hopes for this increase to diversifying study abroad 
options, including offering educational opportunities in 
the modern professions. 335 "Gender and discipline are 
still intimately connected," states Barbara Burn. "I 
think that male students in such fields as law, business, 
engineering, and in other professional fields are getting 
the message and are studying abroad in slowly growing 
numbers. "336 
This section will use available evidence to identify 
how participant discourse and practice defines these new 
programme offerings, to determine if they display new 
beliefs as yet undisclosed. 
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Growth in Professional Programmes 
Using statistics from the academic year 1995-96 (the 
most recent statistical portrait of U.s. higher education 
compiled by the National Center for Educational 
Statistics337 ) to enable a comparison between domestic and 
foreign enrollments, the following picture emerges to 
describe the significance of new professional training 
study abroad programmes for participants. Business 
management programmes represent 13.5 percent of study 
abroad enrollments; the physical sciences, 6.8 percent; 
health sciences, 2.3 percent; engineering, 2.1 percent; 
math or computer science, 1.3 percent; and agriculture, 
1.0 percent. 338 Programmes identified in education garner 
3.7 percent of all enrollments (although education, since 
it has been pursued through the liberal curriculum of 
study abroad, is not new to study abroad). 
Todd Davis, editor of Open Doors 1996/97, observes 
that "field-of-study patterns have been changing over 
time, albeit slowly," and the proportion of students 
majoring in business and technical fields abroad has 
increased. 339 Many speculate that business programmes 
have taken the lead among overseas professional 
programmes because of the "willing awareness that 
business means international business. As interest in 
international trade expands and the federal government 
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continues its support of program development, this may be 
the fastest-growing group of students in study-abroad 
programs. "340 Davis reports that the proportion of 
students registering in traditional liberal arts 
programmes has been slowly dropping, matched by a slow 
rise in technical programme enrollments, though the 
figures of increase and decline within the liberal and 
technical disciplines fluctuate annually.341 Although 
professional programme growth has contributed to 
continuing study abroad enrollment growth rates, there is 
insufficient data to verify its long-term effect on 
undergraduate study abroad enrollment development. Some 
link fluctuations in students' programme choices to 
overall domestic enrollment trends rather than changing 
interest in new study abroad programming options. 342 
It is difficult to evaluate how men or women 
conceive of these new programmes and whether they see 
them as different opportunities from those offered in the 
past. Statistics collected by lIE do not demonstrate the 
gender breakdown of those enrolled in professional 
programmes. The two organisations that collect national 
study abroad data, lIE and Peterson's, do not have 
accurate counts of undergraduate students in 
professionally oriented programmes, nor do they have 
gender information. 343 Therefore sample programme 
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statistics and other data can only hint at a profile of 
which students are choosing these programmes. 
One sample for analysis is the work abroad programme 
sponsored by the Council on International Educational 
Exchange. Different from study abroad, this programme 
attracts students for many reasons, including the need to 
earn money to fund their international experiences as 
well as a desire to have work experience in an 
international setting. In conjunction with CIEE, 
programme operator BUNAC (the British University's North 
America Club) analysed these enrollments. Comparing 
participants in 1991, 1992, and 1993, the study found the 
ratio of male to female participation to be 1 to 1.15 in 
1991, the same in 1992, and 1 to 1.5 in 1993. 344 In other 
words, work abroad experiences in Britain -- the location 
where the majority of U.S. students enroll for this 
activity345 -- are attracting women in the majority, and 
in proportions at or near those in traditional study 
abroad programmes. 346 
Programmes in science and technology are few347 and 
gender information on those programmes is scarce. Low 
numbers may reflect that technical curricula often 
require strict sequences of courses, making it difficult 
for students to break that sequence by going overseas and 
less likely for faculty to recommend that they do SO.348 
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Goodwin and Nacht further note that, amidst the suspicion 
with which the American scientific community has 
frequently regarded international education, the 
presumption has been that science education in particular 
is best pursued in the United States. 349 
In one effort counter to such attitudes, 
Massachusetts' Worcester Polytechnic Institute is 
presently committed to developing a Global Perspective 
Program, to prepare professionals for international work 
in science, engineering, and management. Once 
established, in one sample year (1991-92), Worcester sent 
101 students abroad, by far the majority engineering 
students (86 of the 101). Hossein Hakim, the Institute's 
Global Programs Officer, reports that 18 percent of 
participants were women -- a proportion lower than that 
of all female students attending Worcester, despite 
greater interest in international education reported 
among the school's female population. 350 
Statistics from Denmark International Studies also 
offer checkered though inconclusive information on 
women's participation in programmes identified 
specifically as professional. In gender-related data 
compiled over a four-year period in programmes 
encompassing both liberal and professional disciplines, 
DIS identified a majority of U.S. women in humanities 
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programmes and a majority of U.S. men in programmes in 
international business and architecture (except for 
Architecture and Design [Summer], which enrolled equal 
numbers of male and female students) .351 
Since information is inconclusive, it is not 
possible to identify a clear discourse describing how 
participants perceive these emerging programmes. But 
examples suggest that fewer women than men may choose 
professionally oriented study abroad options, at least in 
some cases, while women certainly choose traditional 
liberal arts course over professional programmes, 
according to the data from all sources indicated in this 
thesis. 
Some of these gender patterns may be produced in 
part by the nature of domestic degree programme 
enrollments. For example, in the 1995-96 report on 
bachelor's degrees awarded, 55 percent of all degrees 
were awarded to women. 352 Female undergraduate enrollment 
has been steadily rising, 20 percent from 1986 to 1996, 
while male enrollments rose only 8 percent in the same 
period. 353 The greatest number of degrees awarded were in 
the fields of business, social sciences, and education, 
in that order.~4 
In the humanities and social sciences, women 
exceeded men in baccalaureate awards in all areas except 
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philosophy and religion, theological studies, and all 
social sciences. In science and technology, men exceeded 
women in all areas with the exception of the biological 
sciences and the health professions. In business 
generally, men exceeded women, but gender differences 
were not great. More women than men were awarded degrees 
in international business, although that category was 
small totally, with only slightly more than 3000 degrees 
awarded, substantially less than 10 percent of all 
business degrees. 355 
All of these data are inconclusive. Women do 
predominate in liberal arts programmes, domestically and 
internationally. Men predominate in the social sciences 
domestically, but the data presented in this thesis 
indicate that far more women than men pursue the social 
sciences abroad. Women may participate in professional 
study abroad programmes like engineering or the physical 
sciences at a rate that exceeds that of women pursuing 
degrees in those fields,356 though data so far is 
insufficient. In business, more women than men receive 
degrees in international business, and women do study 
business abroad, though there is no readily available 
explanation why overall so few women in U.S. 
undergraduate business programmes study overseas. 
More significantly, since women continue to pursue 
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liberal arts studies domestically and overseas with 
career goals in mind, there is no discourse demonstrating 
that professional programmes introduce new motivations 
for pursuing overseas study, nor is there any clear 
discourse manifesting new beliefs about these emergent 
programmes. The discourse of motivation for study abroad 
participation has always included professional 
development goals. 
While the evidence is inconclusive, it does not 
support the expectation that professionally oriented 
programmes will significantly increase study abroad 
enrollments. Professional programmes have grown in 
enrollment, to be sure, but male-to-female ratios in 
study abroad remain at 1 to 3. Professional programmes 
are grounded in fields where women are rarely in the 
majority, the increase in total enrollments still 
promises to be small, and no discourse yet suggests that 
the offer of a professional programme will generate 
substantial new male participation. It is also possible 
that as women's access to the professions increases, 
their need to use the liberal arts as a career pathway 
will decline, potentially impacting study abroad 
enrollments. These are questions for further research, 
as enrollments develop in the professional fields, and in 
light of evidence of the role played by the liberal arts 
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in the career development of students, particularly 
females. 
It is possible that the less than enthusiastic 
participation in professional study abroad programmes 
exhibited by women (and by men) reflects concern over the 
devaluing episteme with which so many faculty in 
professional disciplines view study abroad. Enrollment 
by both men and women in these programmes remains low. 
More significantly, the majority of American women 
continue to pursue a liberal arts education as the path 
to those professions in which women have strong access. 
Women also continue to be the majority enrolling in 
liberal arts programmes abroad. 
Assessments of the difference in motivations for 
study abroad participation between men and women, 
including those implied by study abroad policy makers 
hoping to increase male enrollment by increasing 
professional programming, rests in the eye of the 
beholder. When women express interest in professional 
training study abroad programmes, their career intentions 
are defined as professional, as are those of their male 
counterparts. On the other hand, when women express 
their interest in liberal arts study abroad programmes, 
their career intentions are described by the traditional 
beliefs and their study is marginalised. 
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Since many still hold the traditional belief that 
their liberal arts interest shows women's lack of 
professional intent, the professional potential of study 
abroad, and the career-related reasons why women might 
choose it, has been ignored. Until more men participate, 
many in the American academic community will continue to 
regard study abroad as insignificant. 357 As men have 
participated in professional programmes overseas, the 
discourse has validated their presence by encouraging 
greater male participation and calling for more 
professional programmes to accomplish this goal while the 
academic and professional preparation roles of study 
abroad in women's lives continue to be ignored. Once 
again, while some features of the alternative discourse 
can confirm traditional beliefs, there exists an 
alternative discourse which clearly expresses the 
interest of many women to pursue study abroad to prepare 
for a professional life, as this table summarises: 
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Table 4.17 
Summary 
~ternative and Traditional Beliefs in the Discourse of Participants 
in Study Abroad Programmes: Professional Purpose 
ALTERNATIVE BELIEFS TRADITIONAL BELIEFS EXHIBITED 
OR REINFORCED IN ALTERNATIVE 
DISCOURSE 
1. MANY WOMEN PURSUE LIBERAL 
ARTS EDUCATIONS AT HOME AND 
OVERSEAS TO PREPARE FOR A 
PUBLIC AND PROFESSIONAL LIFE. 
Women have historically used 
liberal education as a 
stepping-stone to a public 
and professional life in the 
united States. 
Women in the earliest study Some participants in the 
abroad programmes articulated first post-WWI programmes did 
teacher training, graduate match the description of the 
training, and/or professional wealthy woman seeking a 
aspirations as their goals cultural experience. 359 
after college.~8 
In their own testimony, women Teaching foreign language is 
describe the impact of study one of the most frequently 
abroad on their career cited motives for studying 
aspirations. 360 Research abroad. Since language 
about interests among post- teaching is itself not a 
WWII participants, including valued activity, this 
females, identifies response reinforces the idea 
significant professional and that study abroad is not a 
career goals. 361 serious professional 
pursui t . 362 
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2. THE PRESENCE OF 
PROFESSIONAL TRAINING 
PROGRAMMES HAS HAD NO 
DEMONSTRABLE IMPACT ON 
OVERALL GROWTH IN STUDY 
ABROAD ENROLLMENTS. 
3. WOMEN EVINCE STRONG 
INTEREST IN WORK-RELATED 
PROGRAMMES ABROAD. 364 
4. PROFESSIONAL PROGRAMME 
DEVELOPMENT HAS DEMONSTRATED 
NO SIGNIFICANT IMPACT ON THE 
GENDER RATIO OF ENROLLEES 
(SEE TABLE 4.18). 
Statements in the discourse, 
reported occasionally -- such 
as 'Pleasing a husband is 
among the most significant 
post-study abroad 
experiences" -- can 
reinforce, even if not 
statistically, traditional 
beliefs about women's 
education.3~ Reports that 
about 50% of participants, 
male and female, do not see a 
direct connection between 
foreign study and careers may 
confirm visions of study 
abroad as a diversion from, 
not a path to, career 
preparation (see Table 4.16). 
Professional programme growth 
has coincided with some 
decline in enrollment in 
humanities programmes abroad, 
suggesting to some that a 
professional option 
represents a new offering 
that may attract students 
with motivations different 
from the past. (These data 
are countered by a record of 
growth in the fine arts, 
which also compensates for 
these rate declines.) 
Professional programmes where 
men are in the majority (see 
Table 4.18), though few in 
number, could reinforce for 
some observers the belief 
that professional training 
has not been part of study 
abroad for participants in 
the past, assuming if it had 
been, it would have attracted 
greater male participation. 
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The discourse and practices of the women from the 
earliest years of study abroad -- though these women may 
have been regarded as marginal and their studies 
frivolous within the higher education community --
reflect a conception of study abroad as an academically 
worthwhile experience, providing a unique avenue for 
professional preparation. 
Programmes have developed in a climate of restricted 
educational and job access for women. Beliefs held in 
the American culture about women and their educational 
goals have devalued females seeking higher education. 
This discourse about women became associated with study 
abroad itself, as described in Chapter Three. The 
prevailing discourse defined women's pursuit of the 
liberal arts as a path to culture, not career. Even the 
jobs to which women applied their overseas experiences 
teaching, and in particular teaching foreign languages 
were regarded as less than professional. All the beliefs 
formed together in the discourse to devalue women's 
educational and professional choices. The slow growth in 
enrollments in newly emergent discipline-specific 
professional study programmes and the ongoing presence of 
women as the primary users of study abroad sustain the 
broadly held American episteme that study abroad is 
academically weak and lacks functional, especially 
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professional training, purposes. The validation of 
domestic education continues to exclude the alternative 
discourses attributing academic and functional worth to 
overseas education. 
Conclusion 
A definition of study abroad as an academically and 
professionally beneficial activity occurs only in the 
alternative discourses of its sponsors and participants. 
In Michel Foucault's theory, genealogical inquiry into 
discourses excluded by an episteme is a call to action, 
bringing attention to alternative visions of reality.365 
Identifying alternative beliefs has been the work of this 
chapter. 
The power of discourse is to constitute reality: "it 
produces domains of obj ects and rituals of truth. ,,366 
This power "gives gold stars for good behaviour and 
the tendency is for that which transgresses its dictates 
to be defined not only as bad but as abnormal. It is a 
more subtle use of power that works on the transgressor 
from the inside, and consolidates the ranks of the 
'normal' against all others. ,,367 
The sponsors of study abroad programmes and the 
participants in them have been defined in their worth 
through the power of the prevailing episteme. The 
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advocates of study abroad are the 'transgressors' in the 
academy. They are marginalised by the episteme and their 
discourse is ignored. 
Some statements in the discourse and practice of 
academic sponsors and students conform to the normative 
discourse of traditional beliefs. These statements have 
long been heard, but the full spectrum of alternative 
discourse from sponsors and participants, articulating 
study abroad as a valuable educational experience, has 
not been validated within the academic community. 
The discourse of sponsors manifests alternative 
beliefs: namely, that an overseas educational setting 
provides capable academic students, including the 
disenfranchised female majority, with a valuable 
educational opportunity not to be found domestically; 
that through the liberal curriculum offered in study 
abroad, these students obtain training, enabling them to 
function professionally; and that they can be educated as 
citizens who can also contribute to the nation's 
development by enhancing their own international 
understanding and contributing to peace. This is the 
discourse that has dominated faculty and administrator 
development of study abroad programmes from the 1920s to 
recent years. 
Participants reflect a similar set of beliefs. 
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While the discourse of participants does not frequently 
reflect interest in studying overseas to help contribute 
to international peace, there is a clear and consistently 
articulated discourse conceiving of study abroad as 
academically strong and an important avenue for 
professional development through the liberal curriculum, 
especially for female participants. 
Women who have been willing to experience risk and 
discomfort in order to pursue their programmes of study 
abroad do not themselves manifest belief that it is a 
Grand Tour. Their academic intent does not reflect a 
discourse of academic weakness, nor does it reflect a 
choice to study in the liberal curriculum only to acquire 
culture. 
Universities and their constituencies are among 
those institutions that, according to Foucault, exert and 
sustain the power of the norm. 368 The episteme 
constituting study abroad as academically weak and 
functionally irrelevant is the norm in the American 
academic community. In Foucault's methodology, 
archaeological inquiry exposes the foundations of the 
power exerted by the norm, demonstrating its temporal 
development and exposing who, what, and why it empowers. 
In the academy, the episteme marginalising study abroad 
empowers domestic education. Adapting a genealogical 
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perspective to this inquiry reveals alternative 
conceptions. The women whose presence helped to generate 
and helps today to sustain traditional beliefs, and the 
faculty and administrators who sponsor those students, 
have constituted for themselves an alternative episteme, 
describing the significant academic and professional 
experience to be found through study abroad. For 
Foucault, the purpose of an inquiry is transformation. 369 
Chapter Five will apply the findings of this inquiry to 
an evaluation of policy discourse. 
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Mater, 209). 
373 
This avenue of engagement in public life, where professional 
skills were exercised, persisted in women's lives during the war 
period. "For a variety of reasons, the more education a woman had 
the more she determined to use it in gainful employment and in 
voluntary service" (Solomon, In the Company, 172). Women were 
expected to put their education to voluntary use. "Professional 
attitudes and expertise characterized women's leadership in a wide 
range of initially voluntary undertakings," Barbara Solomon points 
out (In the Company, 124). It was held that "Community activities 
are in a very real sense a natural extension of the homemaker's 
duties" (Newcomer, History of Higher Education, 223). As Solomon 
describes it, the lines eventually blurred between volunteerism and 
professionalism, as more women moved into paid positions (Solomon, In 
the Company, 124). Despite this ongoing shift, volunteerism remained 
an outlet for the educated woman who might choose not to work or for 
the educated woman who could not work because of social expectations 
or lack of job access. 
Volunteerism in the 1920s was sometimes attached to social 
feminist issues. Expressed in advocacy for women's issues, social 
feminism continued to thrive into the 1920s, when women's 
organisations worked for broad reforms "to civilize, democratize, and 
humanize the American system; as they worked for progressive reform, 
they advanced the status of American women" (J. Stanley Lemons, The 
Woman Citizen: Social Feminism in the 1920s [Charlottesville and 
London: University Press of Virginia, 1990], viii-ix). The social 
feminist movement was significantly different from modern-day 
feminism, although it did involve the improvement of women's lives. 
Women "created new organizations and established new contacts to 
promote progressivism in 1920s. They wanted the extension of 
government further into the areas of education, health, labor, and 
social welfare. The social justice movement, led by the social 
workers, found its principal allies to be the social feminists" 
(Lemons, The Woman Citizen, x-xi). The peace movement as well was a 
part of the social feminist movement. In higher education between 
the world wars, participants in the peace movement were often 
suspect. Nevertheless, it was an important impetus for many 
academics interested in international exchange, including Virginia 
GildersleeVe, cited earlier. 
In the 1920s, despite women's changing views of themselves, 
including their right to pursue pleasure, some students did maintain 
an interest in issues of social change. They helped the poor and 
worked in settlements, hospitals, and similar institutions. During 
and after World War II, volunteerism remained important for college-
educated women. A 1948 survey conducted by the American Association 
of University Women showed that 89 percent of married women with 
children were engaged in community activities, more than either 
married women without children or unmarried women (Newcomer, History 
of Higher Education, 227-228). Further, states Newcomer, "there is 
ample evidence that the college women hold volunteer positions out of 
proportion to their numbers." Newcomer believes that college 
education directly influenced women to participate in community 
volunteerism, because it honed their skills of speaking, writing, and 
speaking and because it built a sense of social conscience (ibid., 
229). When Newcomer tested her hypothesis through a survey of women 
listed in the 1954-55 Who's Who in America, 80 percent of those 
listed were college women, even though many of them had gained their 
accomplishments by volunteering (ibid., 230). 
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The academic community has not considered volunteer work a 
bonafide professional use of education. Jacques Barzun, for example, 
in 1954, described the path of the young college-educated woman who 
"topped off college with shorthand and typewriting in case of need" 
and found "semi-responsible office work." "A few," he granted, "are 
real executives or specialists," but most are full-time housewives 
and mothers, willing to volunteer but actually debilitated by their 
education: "Of these, the most energetic may work for the League of 
Women Voters, or some benevolent organization. But usually their 
college training never comes into play; indeed they are probably 
handicapped by four years of leisure and learning for the battle of 
life over crib and stove" (Jacques Barzun, Teacher in America [New 
York: Doubleday Anchor Books, 1954], 212). statements such as this 
gave voice to the traditional beliefs that women's education involved 
elements of leisure and self-improvement, not professional or career-
oriented development. Despite such attitudes, positions frequently 
involved leadership, management, and business acumen in settings 
where women might not otherwise have found ways to utilise their 
education in the larger world. Colleges may not have intended it, 
but they "were educating women to participate in public affairs in 
spite of themselves" (Newcomer, History of Higher Education, 225). 
Grounded in liberal training, requiring professional-level skills, 
the volunteerism of the mid-twentieth century represents significant 
work done in society, almost exclusively by women. 
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of women's education, and the utility of their pursuing the liberal 
curriculum were described mid-twentieth-century by educational 
theorist Jacques Barzun: 
It is true that as a general rule, girls are less 
interested than boys in theory, in ideas, in the 
logic of things and events. . . . Girls are more 
conscientious and hardworking, they want to please 
their teachers more, and they do not want to be 
bothered by implications. They argue less, ... 
Their imagination about the distant or the abstract 
is completely atrophied. 
Though it may be hard work, the minds of women 
students can be forced out of their grooves of 
conventionality and made to cope even with 
abstractions. If the teacher takes pains to show 
repeatedly that concrete harm, good, suffering, 
pleasure, or profit follows from some belief or truth 
in question, a beginning can be made of substituting 
reason for memory. (Barzun, Teacher in America, 219) 
The number of college women holding paid positions started growing 
even before the influence of the women's movement in the 1970s. The 
1960 U.S. census shows that women represented 65 percent of the 
increase in the labor force between 1950 and 1960 (Solomon, In the 
Company, 195). Most of those women had a liberal arts education, 
presumed by educators like Barzun to prepare for leisure and 
represent cultural enrichment, but used by American women as training 
for public and professional life. 
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Chapter Five 
Policy Discourse 
Statistical reports compiled by the Institute of 
International Education portray a marginal role for u.S. 
undergraduate study abroad within American higher 
education: only 1.2 percent of the total u.S. 
undergraduate population at American four-year 
institutions and 0.62 percent of all undergraduates, 
including those at two-year institutions, study 
overseas. 1 
Calls for enhancing the role of study abroad in the 
American academy have been offered in policy statements 
of the last twenty-five years. Study abroad advocates 
have stressed the goal to educate globally competent 
citizens capable of functioning in an interdependent 
world. They have called for ten percent of u.S. 
undergraduate students to study overseas by the year 
2000. 
This thesis has adapted Michel Foucault's theory of 
the power of discourse to analyse this relative failure 
of policy and to establish a framework for policy 
evaluation. For Foucault, the purpose of inquiry is to 
expose the foundations of belief in order to undermine 
their validity.2 With this exposure comes the potential 
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for transformation of the episteme and a subsequent 
redistribution of power. 3 
In Foucault's vision, transformation cannot occur 
through calls for change in strategy or action. 
Transformation is possible only when the episteme that 
controls the fundamental perception of an activity 
changes. These fundamental codes "do not perish in 
response to a compelling independent body of contrary 
evidence and argument, but rather . . . in response to 
cultural sea changes. n4 While these changes are most 
often discontinuous s -- they emerge suddenly and without 
historical referent -- it is also possible to create the 
potential for 'sea change' through the introduction of 
new discourse that challenges the acceptance of the 
episteme. 6 
This change is accomplished by inquiry into the 
foundations of the existing episteme, thereby exposing 
how and in whose interest powerful beliefs developed and 
then in framing an opportunity for alternative discourses 
to be heard. 7 Foucault argues that those best suited to 
create the conditions making transformation possible are 
members of the group affected by an episteme because it 
is they who speak the language and understand the issues 
of their group and have the greatest opportunity, 
therefore, to communicate with other group members. And 
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it is they who experience the limitations the episteme 
imposes upon them. s 
Study abroad is an academic activity. It is the 
members of the academy who are constrained in their 
actions by the episteme: Those distrusting the quality 
and purpose of study abroad receive their definition of 
its lack of value through the episteme. Those advocating 
foreign education are limited by the episteme from 
gaining support. 
It is the advocates of overseas education who seek 
change. As members of the academy, albeit marginalised, 
they do understand its terminology and its concerns. 
They suffer the constraints the episteme about study 
abroad imposes on their ability to gain recognition for 
the worth they perceive in this educational activity. It 
is from this group and those affiliated with it that so 
many policy makers have emerged. Though they are members 
of the higher education community themselves, nonetheless 
their calls to action have not succeeded in transforming 
the traditional beliefs about study abroad. 
There is a relationship between the power of the 
episteme and the formation and reception of policy. 
There is a tendency for policy discourse to be framed by 
this episteme that marginalises those supporting study 
abroad. 
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The work of this thesis provides a framework for an 
analysis of the difficulties policy makers have 
encountered in achieving their call for change in the 
valuation of study abroad. This assessment can be 
conducted through an evaluation of the role traditional 
beliefs have played in the formation and reception of 
representative policy statements. 
Part One in this chapter will summarise the results 
of the inquiry conducted in this thesis thus far, an 
inquiry which composes the framework for policy analysis. 
Part Two will evaluate policy discourse. Part Three will 
apply Foucault's perspective (that the purpose of inquiry 
is to generate transformation of the episteme) to an 
assessment of possible avenues for policy development, 
including identifying arenas for future research about 
foreign education. The chapter will conclude with a 
delineation of the outcomes of this thesis. 
Part One. The Analytical Framework 
This study has concerned itself with those 
statements, or traditional beliefs, that mutually support 
one another and through the process of discursive 
formation become a dominant vision. This formation 
crosses that 'threshold of epistemologization,g to ordain 
truth for all who participate within a culture. 
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The thesis has argued that study abroad is 
marginalised because a set of traditional beliefs 
coalesced to form the episteme that dismisses study 
abroad as academically weak and without significant 
functional purpose, especially in the area of 
professional preparation. This marginalisation excludes 
the alternative discourses that, within their own 
isolated community, validate the academic and functional 
worth of overseas education. Chapter One described the 
statistical marginality of study abroad in American 
higher education and outlined the policy goals offered to 
remedy that marginalisation. It identified cliches 
within the discourse intimating that study abroad is not 
widely valued. 
Chapter Two established the methods by which to 
evaluate the marginalisation of study abroad and the 
relative ineffectiveness of policy. Michel Foucault's 
concept of archaeological inquiry -- an examination of 
the fields and formation of discourse10 toward an end of 
understanding how the episteme formed and whom it has 
legitimised -- has been adapted in this thesis to 
identify and contextualise the traditional beliefs 
leading to the episteme which disenfranchise study abroad 
sponsors, participants, and advocates. Foucault's 
concept of genealogy -- a mode of inquiry designed to 
step back from dominant visions to explore discourse and 
386 
illuminate those discourses excluded by the norm -- is 
adapted here to bring to light the beliefs expressed 
about the worth of foreign education by sponsors and 
participants. Finally, Foucault's concept of 
transformation is utilised as a guideline in this chapter 
to facilitate the evaluation of policy discourse. 
Adapting the perspective of archaeological inquiry, 
Chapter Three sought a field of discourse that might 
demonstrate the existence of traditional beliefs and 
contextualised their development and their 
rationalisation to form the prevailing episteme. This 
episteme is found consistently in the discourse of the 
American higher education community and characterises 
study abroad in this way: 
• Study abroad follows the Grand Tour 
tradition, providing a Eurocentric 
educational experience for the sake of 
cultural acquisition. 
• Study abroad is for women and thus not 
academically significant. 
• Study abroad is for wealthy women from 
wealthy institutions. 
• Study abroad offers a liberal arts programme 
of study, inapplicable to professional 
development. 
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• Study abroad programmes are academically weak 
since education is better in the United 
States than anywhere abroad. 
These beliefs coalesce to produce the over-arching 
episteme, which results in the marginalisation of study 
abroad and its sponsors and participants, the empowerment 
of domestic over foreign education, the impotence of 
policy designed to strengthen study abroad, the 
invalidation of the worth of the female participants, and 
the exclusion of the alternative discourses. 
Chapter Four, adapting the genealogical perspective 
to an analysis of these alternative discourses, 
illuminated the validation of study abroad by its 
sponsors and participants. Faculty and administrative 
supporters envisioned study abroad programmes as high-
quality academic experiences for all students and 
presumed that female participants were as academically 
motivated as their male counterparts. From the earliest 
programmes, study abroad was conceived by sponsors to 
provide career preparation and professional training --
indeed to improve the career options open to women -- and 
to educate students to function productively and 
contribute as effective citizens in the global community. 
Participant discourse revealed conceptions and 
practices that validated education abroad as a unique 
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experience, offering opportunities not available 
domestically. From the start of modern u.s. study abroad 
programmes to the present, these students, predominantly 
female, manifested a belief that study abroad was 
sufficiently valuable that they were willing to endure 
physical hardships in order to study, both in Europe and 
in the Third World. Participants are defined in 
discourse and in practice as high academic achievers who 
consistently identified the academic experience as a 
primary reason for studying abroad. They considered 
themselves, female and male participants alike, to be 
academically motivated students with professional futures 
for which their study abroad experience was preparing 
them. Study abroad participants -- especially women 
whose careers are grounded in the liberal curriculum 
clearly articulated the relevance of study abroad's 
liberal curriculum to their professional goals. 
In sum, the episteme defining study abroad in the 
American academy has devalued its worth and obscured the 
discourse of those who pursued it. 
In the context of this inquiry, this thesis now 
turns to the evaluation of policy discourse, seeking to 
discover whether it, too, is constrained by the episteme. 
If policy discourse itself helps to sustain traditional 
belief within the higher education community an 
audience that receives policy, when it hears it at all, 
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with preordained disinterest, already convinced of the 
superiority of the American education they provide 
then the effect of that policy discourse is compromised. 
Part Two. The Contributions of Traditional Belief to 
Policy Failure 
Policy discourse11 about study abroad is formulated 
by policy makers who come to their role from a variety of 
locations. Some are among the faculty and administrators 
who sponsor study abroad for their students. Others are 
trained in the academic disciplines, such as foreign 
languages, whose interests lend themselves to study 
abroad. Some represent groups affiliated with the 
academy, the non-governmental agencies or governmental 
agencies whose charges encompass study abroad activities 
and issues. Some are from the private sector, seeking 
through an academic venue training they perceive missing 
in their employee p001.12 This group -- most especially 
those rooted in the academy -- is among those who can say 
most clearly, "I know that knowledge can transform US. ff13 
While some members of a community may hold a vision 
not entirely circumscribed by an episteme that dominates 
its perception, nonetheless the power of an episteme is 
so pervasive that it is impossible to escape its 
influence fully.14 In the case of study abroad, while 
policy makers might draw their potential strength as 
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communicators through their membership in or affiliation 
with the academy, they cannot fully escape the power of 
its episteme to define not only their advocacy but their 
conceptions. 
Even as policy advocates ask the higher education 
community to recognise the value of study abroad, an 
analysis of their discourse reveals they often interpret 
study abroad through the traditional beliefs describing 
it. If the potential for transformation lies in the 
introduction of new discourse, policy which prescribes 
change without challenging beliefs will be perceived to 
advocate positions deemed insignificant. This discourse 
can perpetuate the episteme that marginalises it. Even 
if inadvertently, policy makers contribute to reinforcing 
the episteme by directly expressing traditional beliefs, 
by stating evidence which sustains the belief without 
countering it with conceptions from the alternative 
discourses, or by asserting information contrary to 
traditional belief, without any effort to introduce new 
discourse to help establish alternative conceptions. 15 
This assessment is derived from an analysis of 
policy discourse. Chapter One established two reports as 
representative of the discourse within the academic 
community: Educating for Global Competence: The Report of 
the Advisory Council for International Educational 
Exchange,16 published by the Council for International 
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Educational Exchange in 1988; and A National Mandate for 
Education Abroad: Getting on with the Task,17 a report of 
the National Task Force on Undergraduate Education Abroad 
published by NAFSA: Association for International 
Educators in 1990. The statements in these reports, as 
well as beliefs conveyed by report contributors in their 
other writing, constitute a discourse field in which to 
identify the presence of traditional beliefs held by 
policy advocates and conveyed in their texts. 
The authors of these reports are advocates of study 
abroad, yet they are constrained by the prevailing 
episteme, which not only confines their vision but also 
obscures alternative discourses and practices. 
For example, comments by policy advocates about the 
Grand Tour suggest how traditional beliefs are 
perpetuated in the discourse, and alternative discourses 
are ignored. Both the CIEE and the NAFSA reports at 
times reflect the traditional belief that study abroad is 
a Grand Tour, echoing negative definitions, providing no 
context for how the definitions developed, and 
illuminating no alternative discourse. 
Educating for Global Competence specifically links 
the Junior Year Abroad to the Grand Tour: ~The 
traditional grand tour, part of the education of a small 
segment of young Americans in the past, and the more 
recent 'Junior Year Abroad,' focused on the European 
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cultural heritage and was most applicable to the liberal 
arts and humanities students." From this association, 
the report leads to a recommendation: "Now global 
competence for our citizens requires us to expand study 
abroad into other areas.,,18 Suggesting that study abroad 
has not helped students develop global competence, such 
statements sustain the episteme that foreign education 
does not offer professional preparation or serious 
academic study. 
Policy authors also describe the European focus of 
study abroad, so closely connected to the Grand Tour 
conception. The NAFSA report states that study abroad 
opportunities "still focus predominantly on Western 
Europe" and "largely neglect the rest of the world.,,19 
Observing that the majority of u.S. students continue to 
go to Western Europe, the authors comment: "This is 
neither good public policy nor good education.,,2o 
Statements such as this, intended to advocate 
diversified locations for study, can inadvertently 
reassert the link between Europe as a location and study 
abroad as a devalued cultural pursuit. Other links have 
the same effect. For example, the NAFSA report also 
links the predominant study abroad programmes to the 
humanities and social sciences, saying that they provide 
"essential insight into our own culture and history,,,21 a 
statement in danger of reinforcing the traditional belief 
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that study abroad in Europe results in cultural 
acquisition and that the liberal curriculum pursued there 
does not enhance global competence. 
As Chapter Three described, traditional beliefs 
about the European Grand Tour systematised with 
conceptions about women and the role of their education, 
helping produce the episteme about study abroad. These 
formations emerge in policy discourse as well. 
One example is found in statements by Richard 
Lambert, Director of the National Foreign Language Center 
at the Johns Hopkins University, contributor to Educating 
for Global Competence, and a resource for A National 
Mandate. Lambert has described the typical study abroad 
participant as a prosperous white woman studying foreign 
languages, the humanities, or social sciences. 22 This 
statement connects study abroad with well-to-do women who 
go abroad to pursue the liberal arts or to undertake the 
language study Chapters Three and Four described as being 
so frequently devalued in the American academy. These 
inadvertent associations can occur even though Lambert is 
a vigorous advocate of foreign study. 
Barbara Burn recognises the power of traditional 
beliefs that education for women is perceived as less 
serious than that for men. 23 She has tried to challenge 
beliefs that denigrate study abroad as an experience 
primarily for women. 24 Nonetheless, her statement, 
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reported in Chapter Three, that the current study abroad 
programmes are different from earlier ones in that they 
no longer send women abroad to train them as 'cultural 
guardians,25 reflects and reaffirms traditional beliefs. 
Both the CIEE and the NAFSA report recommend that 
programmes be broadened and strengthened. NAFSA report 
authors in particular bemoan "the narrow scope of 
undergraduate education abroad," which "limits 
opportunities to a select few."26 The CIEE report states 
that the population of u.s. college students studying 
abroad represents "a narrow spectrum of the population," 
"predominantly white females from highly educated 
professional families."27 The accepted demographics 
suggest wealth, or at least prosperity. The NAFSA report 
concludes that study abroad is for "a small fraction of 
American undergraduates, mainly upper middle class. ,,28 
These statements, without contextualisation or expression 
of an alternative discourse that describes the career 
preparation motives articulated for overseas study, 
reinforce the Grand Tour perception that associates 
wealthy females with study abroad. 
The NAFSA report does attack the belief that study 
abroad is expensive: "There is also the perception, often 
not accurate, that study abroad adds materially to 
educational costs, thus preventing some who would 
otherwise be interested from considering it seriously.,,29 
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This is a stand-alone statement, however, with no 
reflection about why, even with financial aid, women 
continue to be the primary users of study abroad, and 
with no discussion of the empowerment by the episteme of 
those who develop policy to discourage the use of 
financial aid for overseas education. 
Policy statements continue to sustain the belief 
that study abroad is the domain of wealthy women. In the 
emergence of the episteme, beliefs about women and wealth 
also systematised with beliefs about liberal education. 
The same beliefs are reflected in the discourse of study 
abroad's advocates. 
Barbara Burn described the dominance of the 
humanities in study abroad. 30 Without reference to 
alternative discourses, this statement could be heard as 
confirmation that the liberal curriculum did not further 
professional development. Likewise Archer Brown, Deputy 
Director of NAFSA and therefore an influential voice in A 
National Mandate, has written that u.s. students abroad 
have focused on language and culture, rather than on 
career skills training, noting that only now has 
professional preparation become significant. Again, the 
traditional belief goes unchallenged by the alternative 
discourse describing study in the liberal arts as a 
career preparation path. 31 
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Indeed, the authors of both reports assume that 
since study abroad is primarily a liberal arts 
experience, it is unconnected to professional training. 
The under representation of the professional disciplines 
is described in both reports. The reports urge 
diversification of disciplines, but their calls go 
uncontextualised. For example, in the CIEE report, study 
abroad is described as having been "most applicable to 
the liberal arts and humanities students," yet it needs 
to expand "into other areas: mathematics, science, 
medicine, business and industry, technology, 
international affairs, economics and education.,,32 
Likewise the 1990 NAFSA report states that study abroad 
opportunities focus primarily on humanities and social 
science studies and "largely neglect . 
internationally important professional fields. ,,33 In 
these calls to include professional disciplines, the 
reports do not introduce the alternative discourses. The 
perceived tradition in the alternative discourses -- that 
foreign education offers a unique avenue for developing 
skills relevant to career goals and global capability --
is entirely absent. 
The NAFSA report offers no description of the 
practices reflected in the alternative discourse 
communities when arguing for increased corporate support 
for study abroad. Statements within both reports build 
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on the assumption that early programmes had no 
professional foundation, overlooking the discourse of 
sponsors, like the University of Delaware programme 
founders, who articulated goals to train globally 
competent citizens to operate professionally throughout 
the world and who instituted, from the start, practices 
to draw the corporate world into programme sponsorship.34 
The NAFSA report indicates that corporate concern for 
international competence is a new phenomenon,35 directly 
reflecting the traditional beliefs degrading the academic 
and functional value of study abroad. Nor do the reports 
convey the alternative discourse of participants and 
their career development motivations. 
Not all policy discourse reflects perceptions fully 
controlled by the episteme. Just as the NAFSA report 
suggested the inaccuracy of beliefs about the high cost 
of study abroad, so too the advocacy discourse about the 
academic quality of study abroad does not always reflect 
the traditional belief that overseas education is 
academically unchallenging. Once again, though, this 
advocacy discourse may sometimes inadvertently reinforce 
the traditional belief. 
The NAFSA report reflects this: "Although in the 
past undergraduate study abroad may have in some 
instances been deficient in academic substance and lacked 
institutional and national support, its importance is now 
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beginning to be more widely recognized in the United 
States."36 The language reinforces suspicions about 
academic worth, by implying that with new appreciation 
will come better quality, though at the same time it 
indicates that foreign study was not always academically 
weak. The report does recognise that an inhibitor to 
study abroad has been ~inadequate information about 
education abroad opportunities and their relative 
quality. "37 Yet that statement stands unqualified, 
without any reference to the alternative discourses about 
the quality of programmes and the students for whom they 
were built. 
The NAFSA report does address perceptions that study 
abroad is academically weak. ~Unfortunately, there are 
some programs in existence which deserve criticism; but 
these are the great exception," it reads. ~They are 
easily offset by examples of learning experience abroad 
which surpass the experience of those who study only on 
campus. "38 It criticises faculty for ~selectively" 
focusing on student reports that study abroad was not as 
rigorous as study at home and for ignoring the ~academic 
legitimacy" of many student experiences,39 but it does not 
explore the counter-examples describing alternative 
practices. 
While its assertions challenge traditional beliefs, 
they are presented without contextual evaluation or the 
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new discourse. Instead these statements are likely to be 
dismissed since they do not conform to the normalised 
view of the episteme. The CrEE report does identify 
study abroad participants as high achieving, risk-taking 
women, although the statement occurs in the same 
paragraph as the phrase describing the majority of study 
abroad participants wealthy white women studying the 
liberal arts. 40 
Both reports recognise the widely held belief that 
education abroad is inferior to education at home, and 
both reports try to counter it. The crEE report cites 
that "Foreign academic systems and facilities may be 
perceived as inadequate, inhospitable or not matching up 
with their own structure, and therefore not conducive to 
an effective learning environment for American 
students. ,,41 The NAFSA report also reports the extent to 
which study abroad is held suspect within the higher 
education community 42 and recommends institutional 
strategies to encourage faculty support. 43 Neither 
report inquires into the formation of the beliefs and 
their empowerment nor introduces the alternative 
discourses to help transform them. 
In these policy statements, advocates do present 
their views of the worth of study abroad and the enhanced 
role it should play in higher education. Given the 
traditional beliefs of the audience receiving it, this is 
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a discourse received with skepticism. It is a discourse 
directed to the domestic educators, whose vision of the 
superiority of their institutions over those abroad is 
conferred by the episteme they are being challenged to 
abandon. 
The policy reports assert the value of study abroad. 
As Foucault argues, however, change does not come through 
claiming it; it comes through the exposure of the 
foundations of epistemic power and the subsequent 
introduction of new discourses associated with this 
process of inquiry. These steps are missing in 
contemporary policy discourse. Contextualisation 
investigating the origins and emergence of the devaluing 
beliefs about study abroad -- is entirely absent from the 
reports, as is an articulation of whose vision is 
empowered by these beliefs. There is no inquiry of the 
type Foucault described as necessary if conditions for 
transformation of belief is to be created. 
Because such inquiry is absent, so is the new 
discourse that would be produced by it. The new 
discourse introduced through an archaeological-style 
investigation that exposes the foundations of traditional 
beliefs and reveals them to be the products of historical 
confluence not absolute truth is not present. Nor are 
the alternative discourses illuminated through a 
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genealogical-style investigation revealing a discourse 
and practice of perceived worth for study abroad. 
Instead, assertions of worth -- statements claiming 
that overseas education is academically strong; 
participants, including female participants, are very 
capable; and not all programmes are costly -- stand 
unsupported. 
According to Foucault, what is heard in discourse is 
that which is synonymous with normalised views. What is 
likely to be heard in policy discourse, then, are those 
statements that appear to confirm the suspicions embedded 
in the traditional beliefs. Statements describing study 
abroad participants as wealthy women, criticising 
European-based programmes as bad educational policy, 
describing some programmes as academically weak and the 
curriculum as cultural -- regardless of why they may have 
been articulated or how inadvertent their impact 
contain language that mirrors and reinforces the 
normalised view. 
Foucault argues that no members of a discursive 
community are able to divest themselves completely of the 
beliefs which form the fundamental view of their group. 
Following this idea, this thesis suggests that policy 
makers are unable to divest themselves completely of the 
power of the episteme. 
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In some cases these advocates overtly sustain the 
traditional beliefs by presenting them as truths -- for 
example, describing earlier twentieth-century programmes 
as Grand Tours or describing liberal studies as a 
cultural, not also a career preparation curriculum. 
Policy makers offer prescriptive statements that confirm 
traditional beliefs, either by commission or by omission, 
rather than contextualising belief or descriptively 
introducing alternative discourses and practices into the 
discussion. 
It is one of the conclusions of this thesis that 
policy discourse does not foster the conditions Foucault 
describes as being necessary for the emergence of new 
discourse and the possible mutation of an episteme. 
For policy goals to succeed, the American higher 
education community needs to be persuaded that study 
abroad is worthy of support. The episteme devaluing 
study abroad as academically weak and functionally 
irrelevant endows the domestic academic community with 
power. Calls to give up this power and share respect and 
resources with foreign education programmes undermine the 
benefits the episteme confers upon the community. 
Advocacy discourse inadvertently or overtly reinforces 
traditional beliefs, without introducing the possibility 
for new discourse that might generate the conditions for 
epistemic change. This analysis of policy discourse now 
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turns to the opportunities for policy makers to introduce 
new discourse into the American dialogue about study 
abroad. 
Part Three. New Discourse and Policy 
According to Foucault, transformation of beliefs is 
accomplished by viewing inquiry as a call to action. 
"Inquiry acts upon reality," and "the inquirer must aim 
to change the ensemble of rules that determine what is 
true and what is false, and that thereby govern action.,,44 
As discourse changes, beliefs change, and with them, 
definitions of the normal and abnormal change as well. 45 
To enhance the possibilities for developing policies 
that would meet with increased acceptance and success for 
their goals, policy makers could consider policy 
formulation which would generate conditions in which 
transformation is possible -- not transformation of 
policy by their fiat, but rather transformation of the 
episteme that marginalises study abroad and their policy. 
Policy makers are unlikely to turn to theory like 
Foucault's to explore how to build policy. As this 
chapter has described, they come from diverse backgrounds 
where these types of theories are not necessarily 
prominent. Nonetheless, Foucault's approach to the power 
of discourse and the episteme it produces, and his vision 
of how an episteme might change, suggest new approaches 
to policy formulation. 
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Adapting Foucault's vision of the purpose and 
methods of inquiry suggests policy makers engage in 
research that uncovers the foundations of beliefs about 
study abroad and exposes the vested power an episteme 
upholds. Exploration of the alternative discourses could 
make accessible to the policy makers and to their 
audiences the conceptions and practices of those who have 
supported modern study abroad since its inception in the 
United States after World War I. Such approaches to 
policy formulation could introduce the possibility for 
new discourse into the national and international 
dialogue about study abroad. This approach also offers 
the possibility to the policy makers themselves, as they 
explore the temporal events which formed the discourse 
creating the episteme about study abroad and the 
alternative discourses excluded by it, that they might 
more effectively divest themselves of the power of the 
episteme to constrain their own view46 and empower 
themselves to introduce further new discourse into their 
policy formation. 
Advocates, affected by the episteme but not fully 
controlled by it, do articulate goals for research to 
increase understanding about the function and utility of 
study abroad. Educating for Global Competence (1988) 
does call for inquiry: "Deliberate evaluation and further 
research must be carried out on study abroad, with regard 
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to actual numbers and categories of students, where they 
go, what they do and how they do it, and the extent to 
which their programs meet the objectives of their 
insti tutions. ,,47 
However, following Foucault, inquiry that ignores 
the existence and power of discourse to produce beliefs 
and ignores the roots of their formation will not 
contribute to circumstances conducive to transformation 
of an episteme. Successful inquiry 'flushes out' the 
past and tries to change it.48 This process of inquiry 
enables the investigator to introduce the new discourse 
that must be heard if transformation is to occur. 
Attention to the need for policy to be heard is also 
suggested by Foucault's perspective on the power of 
discourse. As Chapter Two described, discursive power is 
not exerted by an authority from above or from outside a 
discursive community. Rather, power is exercised by 
everyone in the community as the discourse they conduct 
with one another creates and sustains an episteme. 49 
Together the members of a group define what is believed 
and normalised and what is suspect and marginal. 5o 
This conception of how an episteme is formed, 
including the episteme about study abroad, suggests that 
for beliefs about study abroad to be changed, the entire 
higher education community should become participants in 
any new dialogue about study abroad, becoming targets for 
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policy dissemination and even partners in policy 
formulation. While such a model of inclusion cannot 
guarantee faculty support for study abroad, it can 
enhance the possibilities that conditions for the 
emergence of a new set of beliefs might emerge. 
This need is made more compelling, given the 
democratic and decentralised structure of American higher 
education. There is not centralised authority, either 
nationally, regionally, or locally, which can mandate a 
change in study abroad activity. 
"[O]ur mode of college and university governance is 
unparalleled," writes Martin Trow of the institutional 
structure in American higher education. "Lay boards and 
strong presidents, certainly strong by comparison with 
their counterparts elsewhere, command large 
administrative staffs located inside the institutions 
rather than in some central ministry or governmental 
agency. "51 Not only is the system decentralised at the 
federal and state levels, but also within the 
institutions themselves. The power of curricular 
development usually rests with the faculty. "One of the 
longest traditions of the higher learning has been its 
autonomy," writes John Brubacher of American post-
secondary institutions. "The guild of scholars has 
administered its own affairs. ,,52 
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Transformation of policy cannot occur by dictation 
in the American system. Change emerges from within the 
system itself. Nor does any centralised mechanism exist 
to ensure that faculty and administrators become part of 
a dialogue expressing new discourse which might promote 
an interest in changed policy. 
Policy reports do mention this need to get key 
discourse heard. The 1990 NAFSA report identifies steps 
which must occur for policy recommendations to be 
implemented: "We urge that at each level the community 
concerned with undergraduate study abroad work through 
existing organizations to move strategically on these 
goals. Where organizations do not exist they must be 
created or the task absorbed wi thin some other entity. ,,53 
The report urges action on the national, state, and 
institutional levels. "The goal is to create a 
grassroots mandate for study abroad. ,,54 
The CIEE report also articulates the need to involve 
the broader community if respect for and utilisation of 
study abroad opportunities are to grow: 
Expansion of study abroad, as an essential 
part of the strategy, will require initiative 
and support from campus leadership as well as 
from leadership outside higher education 
institutions. Our report is intended to 
reinforce the understanding of such 
leadership about how to get on with the 
job. 55 
This report encourages college and 
university presidents, senior officers and 
boards, as well as legislators to act to 
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expand international activities in higher 
education. 56 
However, while both the NAFSA and the CIEE reports 
call for inclusion of many constituencies in the dialogue 
about study abroad use, rarely does discourse about 
foreign education receive widespread dissemination, as 
this section will show. For example, the most recent 
report from the American Council on Education's 
Commission on International Education, a commission of 46 
college presidents and the heads of international 
education associations, was applauded as uniquely helpful 
not because it presented new ideas but because of the 
audience to whom it was directed. William Hoffa 
expressed these views in his response to the report: 
What is different is that this report is FROM 
college presidents TO ALL college presidents 
of 2- and 4-year, private and public, 
institutions. Those among us who have been 
fearful that our own sense of urgency was a 
species of preaching to the converted, and 
perhaps disappointed over the slow process of 
internationalization on our campuses, can 
take some measure of pride and satisfaction 
that we have been heard and understood, and 
that our cause (though not ours alone!) is 
now being trumpeted from on high. 57 
This statement from a senior international education 
consultant articulates the need for policy discourse to 
be heard and recognises that, in the past, policy reports 
have been the topic of discussion within the 
international education community but not outside it. 
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The authors of the ACE report recognised such a need, and 
Hoffa applauded it. Nonetheless, their report circulated 
only to college presidents. Reports do not circulate to 
the grassroots faculty who make curricular decisions --
the individuals who, it is recognised in the reports, 
must support policy in order for it to be implemented. 
It is suggested here that, to build grassroots 
support, all who hold the power the members of the 
academy -- need join in the discourse. 
Some recognition of this responsibility to engage 
the broader higher education community in dialogue about 
study abroad is emerging in practice. Efforts by newly 
emerging professional associations reflect this 
recognition of the need for both research and adequate 
dissemination of it. 
For example, the Association of International 
Education Administrators (AIEA), formed in 1982 to 
support senior international education administrators, 
publishes the International Education Forum. AIEA 
recently issued "A Research Agenda for the 
Internationalization of Higher Education in the U.S."58 
AIEA also awards grants totaling $10,000 annually in 
support of research related to all forms of international 
education. 59 In the fall of 1995, Boston University began 
publishing its journal on international educational 
exchange, called Frontiers: The Interdisciplinary Journal 
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of Study Abroad, designed to have an academic 
orientation, with appeal to both students and faculty.6o 
And, since 1997 the Council on International Educational 
Exchange has published a biennial Journal of Studies in 
International Education. 
While these organisations support research in the 
field and, in some cases, publication of that research, 
journals on study abroad rarely circulate outside the 
international education community. Boston University's 
journal, while read by some faculty and intended for 
many, reaches only libraries and study abroad 
professionals. 61 This is also true for the Council and 
AIEA's journals. 62 Articles that might engage the broader 
faculty community have not reached them. 
In an effort to strengthen the voice of study abroad 
advocates, the Council on International Educational 
Exchange has expanded its research agenda by planning 
joint research and publication projects with other 
international education groups, including AIEA, beginning 
in the year 2000. Several regional and national 
organisations in international education63 will join 
forces with Council to stimulate research in 
international education, an effort out of which a new 
publication, the Journal, will be the first concrete 
product. This new organisation, the Association for 
Studies in International Education, intends to be: 
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an inter-organizational body whose mission is 
to encourage serious research and 
publications dealing with international 
education and academic mobility, to stimulate 
interest in such work (both in the 
international education community and in 
academic circles in general, and to develop 
and promote ways to disseminate this work in 
cost-effective and accessible formats. 64 
As the new Journal and other pUblications mentioned 
above encourage and publicise research on international 
education, they represent venues where articles 
introducing new and alternative discourses might be 
published. Further, panels encouraging the development 
of a research agenda have begun to appear at national 
conferences, such as those of NAFSA: the Association of 
International Education Administrators, the Mexican 
Association of International Educators, and the European 
Association for International Education. 65 
These efforts extend the voice of policy advocates, 
though the audience they encounter remains largely within 
the boundaries of the international education community, 
and no plan is articulated to extend their reach. 
Empirical studies of colleges and universities with 
successful, broadly supported study abroad programmes 
indicate that one of the most effective methods for 
change is to "build widespread faculty support",66 
suggests Ann Kelleher, who conducted such a study. In 
other words, success is achieved by engaging faculty 
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across the entire curriculum, revising the episteme about 
study abroad within the institution itself, and thereby 
building grassroots support of the type called for in the 
NAFSA report. Such an initiative moves outside the 
international education community to effect study abroad 
development, and indicates that stepping outside the 
international education audience to engage others in 
dialogue about study abroad would enhance the possibility 
for its acceptance. 
Therefore, this thesis suggests that foreign 
education policy advocates not only seek wide 
distribution venues for their statements, but also seek 
partnership in discourse development and dissemination 
with faculty outside international education circles. 
Those faculty might be the most persuasive to their own 
colleagues certainly more so than the policy maker 
themselves have been to date. 
A model for this approach exists in the American 
Assembly of Collegiate Schools of Business (AACSB). In 
collaboration with the Association of American Colleges, 
AACSB sponsored research and published the previously 
mentioned Beyond Borders: Profiles in International 
Education,67 a book that presents case studies of how 
business and liberal arts faculties cooperate to plan 
innovative international education projects. The two 
organisations collaborated to undertake, publish, and 
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disseminate all research to their joint constituencies, 
thereby extending its audience. Each organisation 
carried to its own constituency the credibility needed to 
give weight to the message. 
NAFSA recognised the importance of working with 
other academic organisations when it sought input from 
other associations in reviewing its own 1990 policy 
report and invited members of some disciplinary 
associations to have input into policy development. 68 But 
the NAFSA report was not circulated to faculty in member 
organisations, nor was it a research report. The 
approach offered instead by Beyond Borders includes joint 
research reaching an audience beyond those already 
committed to international education. Not only would 
more faculties be reached, but they would be more likely 
to find their own belief systems challenged, since the 
message would be coming from within their own 
disciplines. Groups develop their own discourse with 
defining power. 69 The members of an organisation are more 
likely to believe a message if it comes from their own 
leadership, in their own 'language.' 
This suggests study abroad advocates should reach 
out to various disciplinary organisations, both to 
disseminate new and alternative discourses and to forge 
links among associations as they formulate new goals and 
strategies. The range of potential links across the 
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disciplines of the American academy is extensive, as 
indicated by the association membership of the American 
Council of Learned Societies, listed in Appendix A, Table 
5.1. 
In The Uses of Pleasure, Michel Foucault describes 
the burden imposed on those who would wish change. 
"There are times in life when the question of knowing if 
one can think differently than one thinks, and perceive 
differently than one sees, is absolutely necessary if one 
is to go on looking and reflecting at all," he writes. 7o 
In other words, there are times when a shift in 
perspective is helpful and when self-reflection and self-
criticism must turn the spotlight on elusive traditional 
beliefs. 71 The suggestions made through an adaptation of 
Foucault's theory of discourse for new approaches for 
study abroad policy formation and dissemination could 
offer the opportunity for this 'self-reflection' and 
'change in perspective.' 
This thesis has illustrated that study abroad is 
marginalised by an episteme which devalues it, excludes 
the discourses of those who do value it, and leaves 
policy makers ineffective to change its role. The 
evaluation of policy discourse, framed by this analysis, 
indicates policy makers, while arguing for the value of 
study abroad, at the same time are constrained by the 
powerful episteme. Their discourse often reflects and 
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reinforces the traditional beliefs they wish to change. 
Policy discourse rarely reaches beyond the international 
education community that already endorses it and, even 
should it, statements inadvertently echo the devaluing 
episteme rather than transform it. 
This analysis suggests new steps for forging and 
disseminating study abroad policy: 
• Policy makers could engage in research of the type 
suggested by Foucault's archaeological method for 
inquiry. Advocates could acknowledge the episteme 
about study abroad and investigate its formation. 
They could reveal the associations which carry 
power within the formation of the traditional 
beliefs, such as those linking study abroad with a 
devaluation of women's education and the liberal 
arts. They could articulate the resulting 
validation of domestic education and invalidation 
of foreign education. This process of inquiry 
could introduce the possibility of new discourse. 
• Advocates could adapt a mode of inquiry modeled on 
Foucault's genealogy, or illumination of excluded 
discourses, to conduct research into the 
conceptions and practices of the sponsors and 
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participants, introducing these alternative 
discourses into the dialogue on study abroad. 
• Through these processes, policy advocates could 
enhance their own self-understanding and begin to 
divest themselves of their acceptance of 
traditional belief. They could change the nature 
of their own discourse, further contributing to new 
dialogue. 
• Foucault argues that the most credible persons to 
articulate a vision that challenges an episteme are 
the members of the community affected by it. 
Adapting this concept, not only are policy makers 
well placed to argue the value of study abroad, but 
also faculty from disciplines across the curriculum 
are also most credible with their own disciplinary 
colleagues. This observation offers a model for 
forging policy directly with disciplinary 
organisations, going beyond inviting input and 
moving to conduct joint research and projects that 
result in disseminating new discourse. 
An epistemic vision is powerful. It is produced and 
sustained by everyone within a community. Its 
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foundations are often forgotten but its empowerment is 
perpetuated through discourse. 
Foucault himself is never clear about how exactly to 
effect epistemic change, though that is the fundamental 
goal of his work and philosophy. He most frequently 
describes an episteme changing abruptly and without 
precedent. This model portrays change as a volcanic 
eruption rather than as an evolutionary process. Nor 
does the model encompass within it room for planned 
action to modify the episteme. 
Further, Foucault provides no guidelines for how to 
address a discourse to a group who would lose at least 
some of its own authority were it to accept a change in 
an episteme that might modify its existing validation. 
Nonetheless, he does suggest that transformation of an 
episteme is possible, accomplished through the 
introduction of new discourse. 
This perspective on epistemic mutation has prompted 
the approach offered here as a method for study abroad 
advocates to develop policy which could be met with 
greater acceptance. It enhances the opportunity for 
these advocates to see their goals realised. This 
approach offers methods that might achieve change, not 
through proclamation or prescription but rather through 
changing the episteme that invalidates education abroad 
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by contributing to a new discourse field out of which new 
conceptions can emerge. 
Sources for new discourse can extend beyond those 
described in this thesis. Future research about study 
abroad can open up avenues of new discourse and 
illuminate further what factors might contribute to or 
inhibit change as new discourse emerges. 
Future Research 
Future research about study abroad programming in 
U.S. higher education could also open up the 
possibilities of the conditions for the emergence of this 
new discourse, helping to understand how some of the 
traditional beliefs about study abroad might be 
reconstituted. 
Adapting Foucault's theory of discourse in this 
thesis to explore the marginalisation of study abroad has 
established a foundation for understanding study abroad's 
insignificant role in American higher education and 
techniques for developing and disseminating policy 
discourse to more effectively address goals for its 
growth. At the same time this methodology imposes 
constraints upon the work of this thesis, requiring the 
researcher to follow the discourses that illustrate 
beliefs about study abroad. Topics present themselves 
that are somewhat peripheral to the purpose of this 
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thesis but useful for a broader understanding of the role 
of study abroad, and these are the topics that may be 
regarded as arenas for future research. Such topics 
include a newly emerging issue, the impact of the global 
communications technologies on international education; 
study about male participation in foreign study; analysis 
of conceptions about the cultural content of the foreign 
study curriculum; and an evaluation about how goals for 
international peace are understood. 
Two common strands are present in these topics. 
First is the problem of securing documentary evidence for 
research. Second is the possibility for exploring values 
and issues that might be shared between those who are the 
advocates of study abroad and the members of the larger 
academy who are suspicious of it. 
One limitation to future research, especially that 
grounded in historic contextualisation, is the lack of 
material chronicling study abroad programme development. 
This problem was identified early on in this research. 
No comprehensive history of the development of study 
abroad in the United States has been completed to date. 72 
While the marginalisation of overseas education has 
likely played a role in discouraging research about it, a 
serious impediment remains, in that programme records 
have been infrequently archived. 
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Nonetheless, it is possible to develop a 
documentary field for investigation. For example, some 
representative programme documentation can be collected, 
either through library archives or private programme 
collections (the University of Delaware/Sweet Briar 
programme resources serve as examples in this thesis). 
Individual programmes, where material is often 
disorganised and uncatalogued, often offer a wealth of 
materials, which can be organised and evaluated by a 
researcher (exemplified in this research by the 
development of enrollment data from the Council on 
International Educational Exchange). Programme directors 
can work with researchers to organise and disseminate 
surveys or adapt their surveys to collect relevant 
research data (the Sweet Briar survey completed for this 
thesis, the CIEE Baseline Survey, and CIEE Darden Survey, 
both done in conjunction with this researcher, are 
examples). Through further development of historical 
materials significant topics, including those suggested 
by this study, can be fully evaluated. 
This problem may be less an issue for those 
interested in the consequences of global information 
technologies for study abroad, though the existence of 
this problem should draw attention to the need to begin 
archiving contemporary material for any type of future 
research. 
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A second common theme in these suggestions for 
future research is the possibility that there may be 
commonly shared ideals and commonly identified needs 
between those who have exercised the traditional 
discourse in the academy and those who represent the 
alternative discourses. For example, both groups are 
concerned with the implications of globalisation upon the 
higher education curriculum. 73 Both may be concerned, 
today, about gender issues in education.74 Joint research 
might be encouraged in arenas such as culture study, an 
emerging topic for discussion among domestic educators 
(described below), and a curricular core for study 
abroad. Culture study itself is inter-connected today 
with issues about globalisation,75 as both are inter-
linked with issues pertaining to international peace. 
Each of these suggested areas for research could 
open up the possibility of a common foundation of 
discourse upon which to build a new dialogue about the 
validity of abroad. Identifying shared interest carries 
with it the potential to identify faculty in many of the 
academic disciplines who might advocate study abroad to 
their own constituencies. 
Turning to these topics for further research, one 
perhaps the least dependent on documentary material, but 
among the most complex, is the impact upon the valuation 
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of study abroad which may occur through the rapid and 
pervasive development of global communications systems. 
Marshall McLuhan described a 'global village,76 -- a world 
so inter-connected because of communications technologies 
that everyone knows and responds to what everyone else is 
doing. His book War and Peace in the Global Village 
raises the question of the impact of electronic media on 
how individuals see themselves in the world and the 
social, political, and economic implications of growing 
global awareness and interaction. 77 At the end of the 
century, Manuel Castells published his trilogy, The 
Information Age: Economy, Society and Culture,78 
synthesizing his research on the impact of global 
communications and cyberspace on the social, political, 
economic, cultural, and developmental issues of the new 
millennium. These and other writers articulate a vision 
which compels attention to issues and events outside 
national boundaries. In the spring of 2000, U.S. 
Secretary of Education Richard Riley spoke publicly about 
the demands upon education to address 'a world without 
walls,' calling for increased attention to study abroad 
among higher education institutions. 79 
How this attention should be directed is a question 
among educators. ao The growing academic literature 
expressing concern about this compelling need to explore 
the implications of international communication carries 
423 
with it a possible impact on how study abroad is 
perceived, potentially opening up a new arena of 
discourse in support of goals currently advocated by 
study abroad's policy advocates. Globalisation issues 
and their relationship to both the history and the future 
development of study abroad therefore present themselves 
as arenas for investigation. 
At the same time, concern is now being expressed 
about the new technologies, especially the Internet, 
which raises questions about the purpose for going abroad 
at all. As this thesis has described, study abroad has 
often been valued in the alternative discourse because it 
facilitates cultural immersion -- the longer the stay, 
the better the value. In contrast, the Internet allows 
instantaneous verbal and visual international 
communication, though certainly not cultural immersion. 
Commentary on the impact of the Internet on study abroad 
is just emerging in the discourse 81 and should prove a 
rich field for inquiry. 
This newly emerging literature of globalisation has 
the potential to contribute new discourse about study 
abroad. Topics of less recent origin, more dependent on 
documentary evidence which might be developed about study 
abroad, may also contribute to understanding the 
conditions underlying potential epistemic change. 
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For example, because the discourse identified women 
as the primary participants in programmes and revealed 
their presence as pivotal in the formation of traditional 
beliefs, the documentary materials developed in this 
thesis supported the study of their conceptions about why 
they studied overseas. Some materials are available and 
others could be developed to explore male conceptions of 
study abroad as well. Men do study abroad, representing 
roughly one-third of all participants from the start of 
modern programme development after World War I to the 
present. 82 Discourse reveals no suspicion about male 
purposes for study abroad, nor does it reveal substantial 
discussion about male purposes for seeking education 
overseas. Male students seem to have been accepted in 
their choice of study abroad without denigration of their 
goals or purposes. 83 Their presence has not prevented the 
damaging episteme from emerging. The episteme is 
composed of traditional beliefs that devalue women. 
Sustained by their presence, it takes no notice of men. 
Questions such as these are suggested by research in 
this study: Why do men go abroad? How do they identify 
their role in a female-dominated educational setting? Do 
men see study abroad as career-directed, as women 
conceive it to be for themselves? Why do so many men 
choose domestic education over foreign opportunities? 
Understanding male motivations for choosing (or not 
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choosing) to pursue study abroad and understanding male 
outcomes from the experience would add to the body of 
knowledge by illuminating an as yet unheard alternative 
discourse. 
Beliefs about gender contributed to the discourse 
formation, producing traditional beliefs about the 
function of study abroad. These beliefs have devalued 
the liberal curriculum studied overseas as a trivialised 
cultural exploration and have defined study abroad as 
devoid of significant function. 
The issue of the purpose for study in the liberal 
curriculum arises in both the traditional and the 
alternative discourses about study abroad. Alternative 
discourse holds the liberal curriculum to be an avenue 
for professional development, especially for women. 
Women's careers have been grounded in liberal studies, 
including during the first part of the twentieth century, 
when they were excluded from the emerging professional 
disciplines. Traditional discourse demeans the liberal 
curriculum, intimating that its pursuit through study 
abroad represents an education providing leisurely 
cultural acquisition. Neither discourse, however, 
addresses the issue of cultural study head on, and 
questions about the role and perceived value of culture 
education represent another promising avenue for future 
research. 
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Only occasionally does traditional discourse give 
respect to culture education. American women have been 
granted a modicum of respect in their training as 
'cultural guardians,,84 though this role has always been 
perceived as secondary in importance to that played by 
men whose education trained them for a professional life, 
as this thesis has discussed. When considering the study 
of culture for its own sake,85 both traditional and 
alternative discourses reflect disregard. While 
artistic, literary, and upper-class social groups 
expressed admiration for European culture, as described 
in Chapter Three, this admiration fed suspicions about 
its study. No academic discourse posits an alternative 
value for culture education aside from the marginalised 
guardian role. Only passing commentary, even in the 
alternative discourse, articulates any inherent academic 
value in the study of culture per se. 86 
This situation warrants further research in several 
different directions. Research about course development 
and content in study abroad's liberal arts curriculum, 
research into the cultural components of courses outside 
the liberal arts, and research into the non-academic but 
structured components of programmes designed to explore 
culture would further understanding of the values 
attached to culture study in foreign education 
programming. Why do the alternative discourses so 
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infrequently address, in depth, the academic value for 
cultural study? Have traditional beliefs devaluing that 
study constrained their vision or intimidated their 
expression? What does it mean to the faculty and student 
participants in study abroad to be 'exposed to,' 'learn 
about,' be 'immersed in,' or 'understand' another 
culture? These terms, frequently used in study abroad 
discourse, go undefined. Indeed, what constitutes 
culture itself most often goes undescribed. Since the 
core of the study abroad experience is experientially and 
academically grounded in cultural education, this is a 
useful topic for future investigation. 
Some of the same terms used in the discourse to 
describe the cultural experience are also used in the 
alternative discourses to define study abroad as an 
avenue to international peace. Passing references in the 
discourse of faculty and administrators suggest that 
cultural learning through study abroad might increase 
'international understanding' -- a concept no more 
concretely defined in the discourse than culture 
education. 87 
From the inception of modern programming88 and 
increasingly after World War 11,89 programme sponsors have 
made statements expressing their intentions to contribute 
to international understanding, cooperation, and peace. 
The first programme bulletin for Sweet Briar College's 
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Junior Year in France programme described the 
responsibility colleges have to help establish 'lasting 
peace.,90 In the latter part of the twentieth century, 
these goals continued to be expressed, most often linked 
to general ideals such as 'training citizens to function 
effectively in a global society.,91 
These goals have been articulated since World War I, 
yet they have infrequently been explained, though they 
have often linked in the discourse to professional 
training. In some cases, such as in the discourse of the 
University of Delaware programme founders, they have been 
stated as part of a programme planned to train 
professionally proficient citizens. In other cases, they 
have been articulated by faculty who themselves chose 
study abroad and then pursued professional lives, 
exemplified by President Martha Lucas of Sweet Briar 
College. 92 Links between the desires to work for 
international peace and to gain professional training 
through study abroad are implied, but programme or policy 
literature rarely expands on these concepts to show how 
study abroad can contribute. Since international peace 
and understanding are still frequently articulated as 
purposes for supporting study abroad, future research 
might well investigate what these goals mean in the 
discourse, both to those expressing them and to those 
receiving them, and how these goals might best be 
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implemented. Likewise research should continue on the 
question of how students conceive of this purpose for 
their foreign education. 
Additional research on these topics -- global 
information technologies and the impact of web-based 
communication, male participation, culture study, and 
international peace -- can further enhance the evaluation 
of policy discourse, seeking to comprehend not only its 
past impact but also its future potential. Encouraging 
the collection of documentary materials about past study 
abroad development and archiving of materials developed 
today can establish a foundation for scholarly research. 
Finally, identifying and articulating shared interests, 
concerns, and values within these topics and among all in 
the academy -- domestic educators and their peers who 
advocate study abroad -- opens up the possibility for a 
new foundation of common interest in the discourse. 
Together, opportunities for new discourse are present in 
these research activities. 
These opportunities can contribute to the 
possibility that new approaches to policy formulation and 
dissemination will enhance the potential for policy 
makers to achieve greater acceptance of their 
recommendations. An evaluation of their policy 
statements has been the work of this chapter. This 
evaluation illustrates that policy is received by the 
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community that marginalises study abroad, so generating 
support is difficult. Traditional beliefs are part of 
the content of policy discourse itself, unintentionally 
helping to perpetuate the episteme underlying the 
problems policy is designed to solve. This analysis has 
led to the recommended new approaches to policy formation 
and dissemination described in this chapter, including 
utilising archaeological and genealogical research models 
and conducting cross-disciplinary research projects. 
The inquiry undertaken in this thesis suggests that 
study abroad advocates should do more than prescribe 
change to the academy if they hope to be successful in 
implementing their goals. To create an audience that is 
willing to hear and engage in policy dialogue and open to 
validating the practice of study abroad, this thesis 
suggests policy makers should engage in acts of 
transformation. 
For Foucault, research is a call to action and 
transformation is the purpose of inquiry. The argument 
made here is that policy makers have the greatest 
opportunity to reform how foreign education is valued and 
utilised within the American academy by contributing to 
the discursive conditions required for epistemic change. 
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Conclusion 
While the potential exists to open up the 
possibilities for the emergence of new discourse, at the 
beginning of the twenty-first century, study abroad in 
American education continues as a marginal endeavour. 
Over 98 percent of American students complete their 
educations entirely in domestic settings, despite a 
quarter century of efforts to change this pattern. 
This thesis has sought explanations for this 
practice, by adapting the perspective of Michel Foucault 
to an analysis of academic discourse, seeking fields of 
discourse that illustrate the formation, through mutually 
reinforcing traditional beliefs, of a powerful definition 
-- the episteme -- that devalues American undergraduate 
study abroad as academically weak and without functional 
value, most especially with regard to training students 
for their professional roles in American society. 
Through this analysis, alternative discourses have 
been identified -- discourses by the faculty and 
administrators who have supported study abroad for their 
students, and discourses by the students who have pursued 
it. These discourses describe a different, if ignored, 
episteme, one that posits academic strength and 
functional value for study abroad. The alternative 
discourses have perceived study abroad to offer 
professional preparation and citizenship training. For 
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them, study abroad is perceived to be at the heart of the 
America's educational mission. 
This inquiry has revealed in the discourse insight 
into the benefits of and weaknesses of a Foucaultian 
adaptation for policy research. And through the 
adaptation of Foucault's perspective, the thesis has 
revealed new information about the existence and 
evolution of beliefs about study abroad through its 
discourses and practices: 
• Adapting Foucault's theory of discourse has 
permitted this inquiry to identify that cliches 
about study abroad, articulated in a variety of 
sources and settings as described in Chapter 
One, are not only cliches but also a coherent 
and powerful discourse which defines the worth 
and value of study abroad, marginalises its 
advocates, and validates the worth of domestic 
education over that pursued abroad . 
• Foucault's description of alternative 
discourses has facilitated an analysis of 
discourses that have revealed alternative 
beliefs about foreign education. Study abroad 
has been valued and consistently practiced by 
women -- in a ratio of 3:2 -- despite changes 
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in format, duration, location, content, cost, 
and support from diverse institutions. The 
discourse of female students has revealed that 
their pursuit of the maligned liberal 
curriculum often matched their uses of it 
domestically -- as an academic avenue for 
career preparation. They, and the faculty who 
supported them, have envisioned,the education 
they attain abroad to be unique, unavailable in 
the United States, and of the highest academic 
quality. The faculty and administrators who 
supported this study have consistently 
identified women as a group worthy of the best 
education that could be provided by American 
institutions, advocating for women a form of 
education perceived as challenging 
academically, appropriate for career 
preparation, and a training ground for citizens 
capable of contributing to possibilities for 
peace. Finally, these faculty have been 
willing to express positions deemed marginal 
and invalid by so many of their peers . 
• While Foucault's theory of discourse has 
facilitated in this thesis an analysis of a 
marginal ising episteme and the existence of an 
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alternative one, Foucault's theory of 
transformation is weak93 and imposes limits on 
the extent to which policy formulation 
recommendations might be made. Foucault 
introduces the idea that through new discourse 
change can occur, described in Chapter Two of 
the thesis. However, nowhere in his literature 
is he explicit about how this might come about. 
Though he sees inquiry as a call to action, his 
own theory leaves open the possibility that, 
even with new discourse, the existing episteme 
might exert such power that new discourse will 
remain unheard or unrespected. Further, even 
should new discourse succeed in capturing the 
interest and attention of the community, 
nothing in his theory would explain why a 
particular alternative episteme might arise. 
New discourse is 'a throw of the dice' -- it 
introduces new ideas without any guarantee of 
how they will form through discourse or the 
associations which might accrue to them. 
Therefore, there is no way to predict what new 
episteme might emerge . 
• Despite these limitations, Foucault's theory 
does make a unique contribution to this 
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research: His perspective suggests that the 
solution to study abroad's marginalisation 
might be found in the very discourse that has 
helped create its minimised role in the 
academy. Foucault argues that new discourse is 
the means for creating conditions that can 
prompt epistemic change, including discourse 
that exposes the temporal foundations of the 
existing beliefs as well as the illumination of 
alternative discourses. This theory of 
transformation frames the new modes of policy 
formulation and dissemination suggested in this 
thesis. If not guaranteeing policy makers that 
they will meet with acceptance, validation, and 
success, approaches to policy discourse 
grounded in this concept of transformation do 
offer the opportunity for policy to address 
consciously and directly the beliefs which have 
marginalised study abroad . 
• Foucault's concept that it is the members of a 
group who have the greatest possibility for 
contributing new discourse has led in this 
thesis to the recommendations for joint and 
future research. Topics of interest shared 
between those who are study abroad advocates 
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within the academy and those who are not might 
forge not only a common set of interests but 
also the possibility for identifying new 
advocates, outside the study abroad field, to 
argue within their own disciplinary groups for 
the value of study abroad. Most particularly 
the growing literature expressing interest in 
and concern for globalisation as a topic worthy 
of study by many disciplines within the 
American academy is a shared interest with 
those in the alternative discourses, from the 
inception of modern study abroad to the 
present, who have sought to develop study 
abroad programs to ensure students would 
receive education enabling them to be globally 
competent in an interdependent world. 
Adapting Foucault for the inquiry of this thesis has 
provided insight into why study abroad policy is devalued 
and how respect for policy might be enhanced. Policy 
formation that continues to prescribe change is likely to 
be met with continued resistance, since the prevailing 
episteme marginalises and devalues study abroad. Within 
the discourse itself -- the discourse that has devalued 
study abroad -- lies the possibility that foreign 
education might come to be understood as a central and 
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worthwhile form of education meeting the needs and goals 
of American educators. 
With that change, the potential for policy to be 
considered and implemented grows. Faculty and 
administrators who support study abroad can hope to be 
empowered. Student participants, especially the women, 
can hope to gain respect for having chosen to study 
abroad. 
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APPENDIX A 
Supplementary Tables, Chapters 3 to 5 
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Table 3.3 
Sweet Briar Alumni Survey, Question 13 
Reasons for Study Abroad 
Question # 13 
Did you go abroad to: 
a 
b 
c 
d 
Men 
16% 
48% 
23% 
13% 
Male 
Female 
Women 
19% 
45% 
28% 
7% 
a 
11 
66 
b 
33 
155 
a) enhance your career skills? 
b) broaden your cultural horizon? 
c) develop your independence? 
d) other? 
c 
16 
97 
d 
9 
24 
*Responderus can choose mGre than one answer. 
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Table 3.4 
Darden Survey, Reasons for Study Abroad 
Source: Ayres et al., "CrEE Market Study," 18. 
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Table 3.5 
CIEE Baseline Survey, Question 13: Areas of Interest for Programme 
Development 
Source: Council on International Educational Exchange, Study Abroad 
Baseline Survey, 1996. 
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Table 3.6 
University of Delaware Foreign Study Plan 
Paris Programme Gender Analysis, 1923-24 to 1939-40 
Source: Delfor Alumni Association, Foreign Study Plan Records, Box 52 
(AR52) (AR96), Folder 1623, 33/0/8. 
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Table 3.7 
Sununary of Junior Year in France Groups, 1948-49 to 1992-93 
Source: Emile Langlois, private programme records, June 1993. 
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Table 3.8 
CIEE Programmes: Enrollment and Gender History 
~OTALS BY COUN~RY 
CISE PROGRAMS 
COUN'rRY FEMALE MALE TO'rAL 
a~Azil 1991-1992 27 19 46 
Chile 1992 11 10 21 
Germany 1991-1992 4 20 24 
Hunqa:y 1991-1992 3S 29 64 
C&echo~lovakia 1991-1992 S3 33 86 
Poland 1991-1992 19 5 ~ 24 +ll,1nknown 
Thailand 1991-1992 10 13 23 
Vietnam 1991-1992 14 13 27 
Australia 1991-1992 10 5 15 
Coata Rioa 1989-1992 35 21 56 
Do~inican Republic 1987-1992 113 39 152 
China 1986-U92 217 199 416 +9unknown 
Japan 1986-1992 136 178 314 +2unKnown 
lndon •• ia 1989-1992 '. '.26 36 62 
Spain 1973-1992 2832 1025 3857 +lunknown 
France 1973-1992 1156 330 1486 
..,. 
Ru •• ia 1987-1992 463 384 847 + 19unknown 
.. 
TOTAL 5161 2359 7520+32unknown 
-7552 
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Table 3.10 
Sweet Briar Alumni Survey, Question 20 
Did you encounter beliefs which impeded your study abroad pursuits? 
Ouestlon m pan 1I·11r !host v.f\o SAid "res" In part I. 
Mm. Dmsn 
c 14% 1S% c) C:u:ulty beliefs \"OUI' disdpUne could ~ be studied In the u.s. 
d 0% ,,% d) racutty beller dW $tUdy abr* .. 'aS not $eI'iou$ 
e 14% ~ e) &.culty suspiCIon of stUdy abr* 
r 0% 8" t} faculty percepllon (contJ1ry kI _, that )'Ou iwlno aueer goals 
I c d t r Male 1 0 t 0 Female 1% 11 6 S 
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Table 3.11 
CIEE Baseline Survey, Question 27 
Student Factors When Considering Study Abroad 
Source: Council on International Educational Exchange, Study Abroad 
Baseline Survey, 1996. 
~~----------------------------~--------------~ 
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Table 3.14 
Sweet Briar Alumni Survey, Question 11 
Socioeconomic Status at Time of Study 
QUestion #11 
How would you define your socio-economic starus at the time of your participation in study abroad? 
M!n Women 
a 5% 11% a) upper class 
h 42% 48% b) upper middle class 
e 37% 35% c) mJddle class 
d 11% 4% d) 10000r middle cl3$S 
e 5% 1% e) upper lower class 
f 0% 1% f) lower class 
g Q% 1% g) other 
a b c d e f 
Male 2 16 14 4 2 0 
Female 19 80 58 7 1 
Table 3.15 
Sweet Briar Alumni Survey, Question 12 
How did you finance your study abroad experience? 
bhtl Yl.olw:I1 
a 38% SSOA a) family paid 
b 1:;% w. b) you worIced and paid 
g 
0 
c 2001. ,." 
d 9"~ 1% 
c) you received sdlclazshJp ~pport which was n=y In order to be able to study abroad 
d) you received ful.ancial aid in the form of feokral or SI3te loan ~ wOTk study, etc. 
e 
f 
19tA tWo 
2% lYe 
I it 
F=~ I 24 l3I 
b 
8 
19 
e) combillatio.n of tile above 
f) 0Ibcr 
c 
U 
IS 
d 
6 
IS 
e 
12 
44 
·RC$pO~ CAlI choose more than one answer. 
f 
1 
:2 
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Table 3.16 
Sweet Briar Junior Year in France Funds, 1948-49 to 1971-72 
Source: John Matthew, Twenty-Five Years on the Left Bank, 1973, p. 33. 
Table 3.17 
CIEE Baseline Survey: Financial Aid Use 
Source: Council on International Educational Exchange, Study Abroad 
Baseline Survey, 1996. 
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Table 3.18 
Sweet Briar Junior Year in France Financial Aid, 1992-96 
Source: Emile Langlois, private records, July 1996. Records are not 
available prior to 1992-93. 
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Table. 3.19 
International 50 Membership 
The International 50 
Agncs Scott College 
Amherst College 
Austin College 
narnllrd CQlIegc 
lIates College 
acloll Collcgo 
Bennington CollcS" 
Bowdoin College 
IIryn Mawr Coll~sc 
Carleton Collcge 
Colby Collcg\: 
Colorado College 
Connecticut College 
Dnvldson College 
DenISon University 
Dickinson College 
Earlham College: 
Eck.erd College 
Goshen College 
GO\lche. College 
Grinnell College 
HlIIlIiI\ol\ College 
Hampshire Collego 
Haverford College 
Kaiamnl.OQ C911c:gc 
Kenyon College 
Knox College 
U\I"'·Cl1ce University 
M~lClllcslcr College 
Middlebury College 
Mills College 
MOlllltliolyoke College 
ObCl'lin College 
Occidental College 
Pitzer College 
l'omollOl College 
I'rilldpia ColI~ge 
Randolpn~Macon 
Womnn's College 
Reed College 
Saint Olaf (:Pllege 
Sarah Lawrence College 
Scripps College 
Smith College 
Swarthmore College 
Sweet Ilriar College 
Union College 
Vassar College 
Wdlcolcy Collage 
WcHsCollcgc 
Wc&lcyan University 
Williams College 
C:ollegc "f.Wooster 
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Table 3.20 
Source: Engerman and Marden, In the International Interest, 44. 
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Table 3.21 
Tuition, Fees, Room, and Board at International 50 Colleges, 1997 
Source: Seaman, Barrett, et al., "The Best College for You," Time 
special edition, 1997. Data from Time/The Princeton Review, 1997. 
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Table 3.22 
University of Delaware Programme Feeder Institutions, 1923-39 
Source: Bulletin of the University of Delaware, new series, vol. 42, 
no. 2 (March 1947), 26-27. 
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Table 3.23 
Council on International Education Exchange 
Top Ten Feeder Schools, 1995-96 to 1996-97 
Source: Michael DeFrank, CIEE Senior Field Director, 
Summer 1997. 
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Table 3.24 
Sweet Briar Alumni Survey, Question 15 
Student Majors Prior to Study Abroad 
Prior 10 your planned sl\ldy abroad experience, what was yOUf planned or determined major? 
Mm ~ 
a 27% 16% a) humanities 
b 14% S% b) S04:ia15Cienet3 
c 360/. SI% e) forel$n language 
d 9% t% d)$Clen<:o 
e 7% B% e) political scienet: 
r 0% 0% f) engineering 
g 0% 1% g) bllSiI1w 
h 2% 1% h)pre-law 
5% 14% I) other 
a. b c d e f g 
Male 12 6 16 4 3 0 0 
Female 26 13 81 2 13 0 I 
·01her Majorslistcd IIlIder (I) ineludc: 
P!e-Mcd 
Psychology 
Music 
An 
lbca.IR 
IntematIonal RelatiollS 
h i· 
1 2 
I 22 
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Table 3.25 
CIEE Enrollments in Diversified Programmes, 1989-93 
8QB,l1C'J moom m I2Dlt 
Engineering 4 20 24 
Hard Selene. 35 21 56 
Business 136 178 314 + 2 
unknown 
H\llIlanitielil and 4986 2140 7]'26 + 30 
Social Sciences unknown 
*Spain's proqrams are a combination of both Business and Social 
Sciences 
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Table 3.26 
Source: Council on International Educational Exchange, Study Abroad 
Baseline Survey, 1996, 1. 
Table 3.27 
CIEE Baseline Survey, Question 17 
Do you charge an administrative fee? 
Source: Council on International Educational Exchange, Study Abroad 
Baseline Survey, 1996, 9. 
Table 3.28 
CIEE Baseline Survey, Question 17 
Administrative Changes 
Source: Council on International Educational Exchange, Study Abroad 
Baseline Survey, 1996, 7. 
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Table 3.29 
CIEE Enrollments by Country, Language, and Programme Span, 1973-92 
(~l programmes are Social Science/Humanities unless otherwise 
noted. ) 
CIEE PROGRAMS 
Brazil 1991-1992 27 19 46 
Chile 1992 11 10 21 
(Engineering) Germany 1991-1992 English 4 20 24 
Hungary 1991-1992 English 35 29 64 
Czechoslovakia 1991-1992 English 53 33 86 
Poland 1991-1992 English 19 5 24 + 1 unknown 
Thailand 1991-1992 English 10 13 23 
Vietnam 1991-1992 English 14 13 27 
Australia 1991-1992 English 10 5 15 
(Tropical Biology)Costa Rica 1989-1992 English 35 21 56 
Dominican Republic 1987-1992 113 39 152 
China 1986-1992 217 199 416 +9 unknown 
(Business) Japan 1986-1992 English 136 178 314 +2 unknown 
Indonesia 1989-1992 English 26 36 62 
Spain 1973-1992 2832 1025 3857 + 1 
unknown 
France 1973-1992 1L56 330 1486 
Russia 1987-1992 463 384 847 +19unknown 
TOTAL 5161 2359 7520 + 32unknown 
=7552 
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Table 4.1 
CIEE Baseline Survey, Question 31: 
Rate the Factors Determining Student Eligibility for Study Abroad 
31. We would like to leam about the admissiou ~ at your institution pertainiD& to study 
abroad. Please rate each ottbe following factorI in termJ oftbcir importanc:c in detcrminiDg student 
eligibility: 
Very Important (4) Important (3) Somewhat (2) Not Very Important (1) Not Important(O) 
fi&tm 
1. Academic standing (GPA) 
2. Major 
3. Pte\'iQUS Language Study 
4. Faculty Reconunendation 
S. Personal Essay 
6. Personal Attn'\lutes 
7. Other 
AWl&; Response 
1. 2.96 
2. 1.67 
3. 2.11 
4. 2.82 
S. 2.27 
6. 2.14 
7. 0.23 
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Table 4.2 
CIEE Examination of Programme Requirements 
Source: CIEE Viewbook, 1995. 
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Table 4.3 
GPA Requirements for Admission to Leading Study Abroad Supplier 
Institutions 
Sources: Sara J. Steen, ed., Academic Year Abroad 1997-98 (New York: 
Institute of International Education, 1996); William Velivis, 
correspondence, 14 December 1994. 
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Table 4.5 
Sweet Briar Alumni Survey, Question 23 
How did you hear about the Sweet Briar programme? 
Mm Women 
a 10% 15% a) from as!Udy abroad advisor 
b 54% 37% b) from a mUlty member 
c 17% 11% c) from a friend/peerwM had attended the program 
d S% 4% d) from it friend/peer who had heard about the program 
e Q% 8% e) from iI parent or other adult relative 
f 0% 2% o froma~ter 
g W% 18% IV from program literature 
h S% S% h) other 
a b c d e g h 
Male 4 22 7 2 0 Q 4 2 
Pemale 33 81 23 9 17 5 tID 10 
¥Respondenl! can choose more th2n one anS\lo-er. 
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Table 4.6 
sweet Briar A1umni Survey, Question 24 
Who/what influenced you to attend this programme? 
M!:n Women 
a ;% 8% a) study abroad advisor 
b 47% 38% b) faculty member 
c 21% 15% t) friend/peer 
d 5% 13% d) parent 
e 5% 1% e) Sweet Briar representatives 
11% 13% f) SWeet Briar program literature 
g 5% 12% g) other 
a b c d e g 
Male I 9 4 1 1 2 1 
Female 10 48 19 16 1 16 15 
(This crosstab represents the number of respondents who chose (a • g) as theit primary inlluence.) 
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Table 4.12 
University of Delaware Committee on Foreign Study Alumni Survey 
Alumnae Occupations and Professional Affiliations 
Occupation 
50~--------------------------~ 
Business Home Student Arts 
Classification 
Business Information 
50 ~I----- ----------- --------------~ 
t ~ 40 -. 
~ 
..... 
.8 30 
:::J 
o 
m 20 
.c E ~ 
~ 10 1 
1 
i 
o Language Arts Business Education 
Classification 
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Table 4.18 
CIEE Programmes: Race, Ethnic, Gender Enrol~ent Analyses, 1991-94 
COUHTRr 
r 
arazil Ii 
ChUe 0 
G.~ny 0 
Runqary 0 
Czeoh. 0 
*Poland 0 
Thai. 0 
v1.tnu· 0 
Aulltral 0 
C. Rica 0 
DOlI. Rep 13 
China 3 
Jap&l1 4 
Il\don. 0 
*8pain 10 
Prance Ii 
R~ •• 1a 5 
'fobl 47 
l' J.ue one WAl 
bee 
PuAle 
Hale 
'1'Qtal 
Race cod •• : 
1 2 3 4 5 
H 
" 
H r K r H F H , 
0 8 14 8 3 0 0 1 0 1 
0 9 B 1 2 1 0 0 0 0 
4 4 11 0 1 0 2 0 0 0 
0 30 23 0 0 1 0 0 0 0 
0 42 31 1 0 2 1 0 0 3 
0 13 II 0 0 0 1 0 0 0 
0 6 11 0 0 2 1 0 0 1 
0 8 9 1 1 3 1 1 0 1 
0 10 5 0 0 0 0 0 0 0 
0 20 II 0 0 0 0 0 1 0 
3 40 9 Ii 0 1 0 1 0 2 
1 3' 28 0 0 17 5 0 0 0 
3 27 51 1 1 19 7 0 0 2 
0 19 20 1 1 1 1 0 0 1 
5 414 162 33 a 1:2 4 2 2 10 
3 129 U 5 2 Ii 3 1 0 25 
1 152 104 1 0 4 2 0 0 48 
20 965 SU 58 30 69 30 6 3 9. 
e .!;\la.enc OJ: ~own ganaer. 
1 2 
47 965 
20 546 
n 1511 
I-Black 
2~White 
3-lIiapanic 
'-Adan 
3 
58 
30 
88 
, 5 
69 6 
30 3 
119 9 
S-Native American 
!i-Other 
7-Unknown 
6 7 TOTAL 
K 
" 
K F K 
1 3 1 27 19 
0 0 0 11 10 
2 0 0 4 20 
1 4 ~ 35 29 
0 5 1 S3 33 
0 1 0 14 10 
0 1 1 10 13 
0 0 0 14 13 
0 0 0 10 5 
0 2 0 22 10 
, 3 0 66 16 
0 19 14 73 48 
0 5 10 58 72 
1 1 5 23 28 
15 99 43 580 240 
.10 25 14 197 74 
29 12 9 222 145 
53 1110 11>'$ 1111"1 1n 
II 7 Total 
94 180 Itl9 
53 103 785 
147 2U 220'4 ' 
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Table 5.1 
Constituent Societies of the American Council of Learned Societies 
Source: ACLS website, http://www.acls.org/ls-cao.htm. 29 July 2000 
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Appendix B 
Sweet Briar College Alumni Survey, 1995: Questionnaire 
A. Name (if you would like to provide it) __ ~ ___________ _ 
B. Gender: 1. _ male 2. _ female 
C. College or univenity attellded _________________ _ 
D. Hi&hest desrce auaine<l: 1. AA 2. 
4. ~Ph;D S. 
7. :=Othcr 
BA 3. 
LLB 6. 
MA 
MFA 
E. Dates attended study abroad program7 ___ ....-_~--__ -~_-_...,.._-
F. R.a.ce: 2._ Afro American 
5._ Other 
G. .R.cli&ious Affillation: 1. Chriwan 4.= Buddhist 2._Iewish 5._Hindu 3._Moslem 6._0thet 
H. Career: 1. Education 2._ Business 
4.- La.w 5. H.Wth 
7.= Engineering Technology 
I. Age: 
Qyestions: 
3. International Profession 
6. - Social Service 
8.= Science 
3. 41-50 
6.= 71-80 
1. BEFORE YOU DID YOUR STUDY ABROAD PROGRAM. DID YOU HOPE TO 
PURSUE A GRADUATE OR PROFESSIONAL STUDY OR A CAREER AFTER 
GRADUATION'? 
2. Dro YOU FEEL YOUR STUDY ABROAD EXPERIENCE COULD BETIER PREPARE 
YOU FOR GRADUATE OR PROFESSIONAL SCHOOL OR A CAREER? 
d. _other 
3. DID YOUR STUDY ABROAD EXPERIENCE CHANGE YOUR GRADUATE OR 
PROFESSIONAL EDUCATION OR CAREER GOALS? 
b._no 
3. 
500 
4. AFTER COLLEGE DID YOU PURSUE: 
a. graduate or professional study 
a. --.:Jes b. __ no . 
b. a professional full-time job 
a: --.:Jes h. __ no 
c. a full-time job in a non-professional category 
a. --.:Jcs b. no 
d. part-time professional work 
a. --.:Jes h. _no 
e. part-time non-professional work 
a. --yes b. __ no 
f. volunteer activities 
a. ~es b. __ no 
5. WAS YOUR STUDY ABROAD EXPERIENCE DIRECTLY CONNECTED TO 
YOUR GRADUAtE, PROFESSIONAL OR WORK EXPERIENCES AFTER YOU 
GRADUATED FROM COLLEGE? 
a. -----yes b. __ no 
6. DID YOU HOPE YOUR STUDY ABROAD EXPERIENCE WOULD: 
a. give you an opportunity to be more independent 
a. ----yes b. _no 
b. provide you with a more receptive environment than you faced in the United 
States: 
as a woman 
a. --yes h. no 
as an Afro American 
a. --yes h. no 
as an Asian 
a. -----yes b. no 
as an Hispanic 
a. --yes b. _no 
as another ethnic group 
a. --yes b. no 
as a member of a specific religious group 
a. --yes b. no 
2 
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7. DID YOU ANTICIPATE A LOWER STANDARD OF LIVING CONDITIONS 
ABROAD THAN YOU HAD IN THE UNITED STATES? 
a. --yes b. _no 
8. DID YOU ENCOUNTER MORE DIFFICULT LIVING CONDITIONS THAN YOU 
WERE USED TO IN THE UNITED STATES? 
9. STUDY ABROAD IS MORE FREQUENTLY UNDERTAKEN BY WOMEN THAN 
MEN. mERE ARE MANY POSSIBLE REASONS FOR THIS. DO YOU THINK 
WOMEN PREFER STUDY ABROAD BECAUSE THEY FEEL:' 
a. it provides them a freer socio-cultural environment in which to function 
a. ----yes b. __ no 
b. it provides them a supportive academic environment 
a. ----yes b. no 
c. it enchances their career opportunities 
a. --yes b. __ no 
d. it provides them with opportunities to develop independence 
a. --yes b. ~no 
10. WHY DO YOU THINK IT HAS BEEN MORE FREQUENTLY UNDERGRADUATE 
WOMEN THAN MEN FROM THE UNITED STATES WHO HAVE STUDlED 
ABROAD? 
a. men need to stay in the U.S. and focus 9n job training in their college education 
a. --yes b. _no 
b. women more frequently than men are interested in understanding and supporting 
art and culture 
a. -yes b. __ no 
C. women are more capable of learning foreign languages 
a. -----yes b. __ no 
d. women feel overseas living and study is an important opportunity for self-
development and independence which men can usually attain within their U.S. 
environment 
a. --yes b. __ no 
e. women have fewer opportunities for experimentation and growth than men on the 
U.S. campus 
a. --yes b. _no 
f. none of the above __ 
g. oilier ___________________________________________ __ 
3 
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11. HOW WOULD YOU DEFINE YOUR SOCIO-ECONOMIC STATUS AT THE TIME 
OF YOUR PARTICIPATION IN STUDY ABROAD? 
__ a. upper class 
__ b. upper middle class 
c. middle class 
d. lower middle class 
__ e. upper/lower class 
__ f. lower class 
__ g. other 
12. HOW DlD YOU FINANCE YOUR STUDY ABROAD EXPERIENCE? 
a. family paid 
=b. you worked and paid 
__ c. you received scholarship support which was necessary in order to be able to 
afford study abroad 
__ d. you received financial aid in the form of federal or state loan programs, work 
study, etc. 
__ e. combination of the above 
f. other 
13. DID YOU GO ABROAD TO: 
__ a. enhance career skills 
_b. broaden your cultural horizon 
__ c. develop your independence 
__ d. other 
14. DID YOUR STUDY ABROAD EXPERlENC.E, ONCE IT WAS COMPLETED: 
a. encourage a sense of independence 
a. --yes b. __ flO 
b. increase your desire to work professionally 
a. --yes b. no 
c. change your career goals 
a. --yes b. no 
d. increase your sense of self-worth 
. a. -.-:;cs b. __ no 
4 
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15. PRIOR TO YOUR STUDY ABROAD EXPERIENCE WHAT WAS YOUR 
PLANNED OR YOUR DECLARED ACADEMIC MAJOR? 
a. humanities 
=b. social science 
c. foreign language 
-d. science 
e. political science 
=f. engineering 
~. business 
__ h. pre-law 
__ j. other 
16. IF YOU WERE A FOREIGN LANGUAGE MAJOR, DID YOU CHOOSE TO MAJOR 
IN A FOREIGN LANGUAGE: 
a. because it would ~ive you an opportunity to have an overseas experience 
a. _yes b. __ no 
b. because it fit in with career plans 
a. --yes b. __ no 
c. because of your own ethnic identity and your interest in knowing your ethnic 
language 
a. ----yes b. no 
d. because of your interest in the culture and your desire to know the art and 
culture of a specific country or region 
a. --yes b. __ no 
e. because you enjoy language study 
a. --yes b. __ no 
f. because you acquire languages easily 
a. ----yes b. __ no 
17. WHEN YOU DECIDED TO DO STUDY ABROAD, DID YOU SEE YOURSELF AS 
DIFFERENT FROM YOUR PEERS WHO DID NOT GO ABROAD IN ANY OF THE 
FOLLOWING WAYS: 
a. more independent than non-study abroad peers 
a. --yes b. __ no 
b. more interested in feminist issues (if you are a woman) than non-study abroad' 
peers 
a. ----yes b. no 
C. more career oriented than non-study abroad peers 
a. ---yes b. __ no 
d. more adventurous than non-study abroad peers 
a. ----yes b. __ no 
e. more able to afford it than non-study abroad peers 
a. --yes b. __ no 
5 
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18. IF YOU AREA WOMAN WHO PARTICIPATED IN STUDY ABROAD, DO YOU SEE 
THE PR..Ilv1ARY REASON FOR WOMEN PARTICIPATING IN STUDY ABROAD 
BEING: 
a. their cultural interests 
a. ----yes b. __ no 
b. their desire to grow independently 
a. --yes O. _no 
c. their career interests 
a. _yes b. __ no 
d. their desire to find a more supportive educational environment than they 
experienced at home 
a. ----yes b. _no 
19. WERE ANY OF THESE FACTORS IMPORTANT IN HELPING YOU DECIDE TO GO 
ABROAD'? 
a. your ethnic background and your desire to explore your roots 
b. previous travel 
c. your family's interest in international issues and preferences 
-d. your friendship with foreign individuals 
e. your academic interests 
=f. a faculty member who encouraged you 
if a faculty member, was this person: 
a. male 
--b. female 
__ g. other 
--------------------------~---------------------
20. DID YOU ENCOUNTER BFLIEFS OR SOCIAL OR CULTURAL IMPEDIMENTS 
TO YOUR STUDYING ABROAD? 
1. --yes 
__ a. 
b. 
__ c. 
__ e. 
_f. 
~. 
_h. 
__ 1. 
2. ____ no 
family values which reflected a sense a woman should not travel 
independently 
family suspicion of foreign countries 
faculty beliefs your discipline could best be studied in the U.S. 
faculty belief that study abroad was not serious 
faculty suspicion of study abroad 
faculty perception (contrary to reality) that you had no career goals 
family perception (contrary to reality) that you had no career goals 
family perception overseas study had no practical career training value 
family values which reflected the belief men should not waste time with 
study abruad 
oilicr __________ --______________________________ ---
6 
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21. CAN YOU IDENTIFY YOUR AVERAGE ANNUAL INCOME: 
a. $ 0 
b._ $ 20,000 or under 
c._ $ 20,000 - $ 30,000 
d._ $ 30,000 - $ 40,000 
e. $ 40,000 • $ 50,000 
f.-S 50,000 - $ 75,000 
g.=$ 75,000 - $100,000 
h._$lOO,OOO· above 
22. WHAT FEATURES PROMPTED YOU to CHOOSE mrs STUDY ABROAD 
PROGRAM. Please rank order 1 (highest) to 12 (lowest) motive. 
a) __ year-long study 
'b) _ language training 
c) _ location 
d) _ academic reputation 
e) __ housing and meals quality 
f) __ family living option 
g) _ opportunity to study under native/host faculty vs a U.S. operated program 
h) __ internship options 
i) __ professional training/preparation components 
j) __ extracurricular options 
k) __ your home school recommended the program 
1) __ other 
23. HOW DID YOU HEAR ABOUT THE SWEET BRIAR PROGRAM? 
__ a. 
__ b. 
c. 
_d. 
__ e. 
__ f. 
g. 
__ h. 
from a study abroad advisor 
from a faculty member 
from a friend/peer who had attended the program 
from a friend/peer who had heard about the program 
from a parent or other adult rel.ative 
from a poster 
from program literature 
other 
24. WHO/WHAT INFLUENCED YOU TO ATTEND THIS PROGRAM? (Please name 
order) 1 (highest) to 7 (lowest) Jnotive? 
__ a) 
_b) 
__ c) 
__ d) 
_e) 
__ 0 
study abroad advisor 
faculty member 
friend/peer 
parent 
Sweet Briar representatives 
Sweet Briar program literature 
g) oth~ ______________________________________________ _ 
7 
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Appendix C 
Sketch of Foreign study Plan, Scope and General statement 
Internation~l unde~at~nd1ng - bettered. 
Amer1oan' efficiency - or e!feo-:'1vcneu - in fore1gn tre.l~" 
increased. 
Amerioan vision ot wor;1d af!il.1:rs - bro~dened. 
Am,rican oolleGe educat10n - s~1mulated and 11ber~11zed, 
II ItlI SITUAj:!Q!i II ~l:!1 
Foroign at1.i.dy and. travel - c:llefly vlIlcational 
Post g:l'l'I.duate - very l1Q1 ted - schole..rshlpa to speoi,-l1R' . .: 
not ~enere.l, 
li2. pl.!.n loo1clnG to wide extension of fainil1.:..rity with for.· 
elgn l~nguage, trade, sUij\oms, ~nd ideas. 
~ ability to re~lly ~~ ~ !o~~igh language even by thoee 
who have t~k~n full school and college oourses 1n th~ 
AIL10U lmpoaelble without raa1denoe in ~he oountry 1n 
~hioh it is used. A~41tted b~ sohools and oollogoB 
generally, 
III !Q. ~ 110T~~ 
a. Aco:rlcan oollege ~dergraduatea do no~ at present g~ abro.~ 
beoause 
The thougtt ha.s not been eugGested to them. 
Ita valu(J in c. bu81neu and oultul.'E4.1 way htl.s not ben 
rC!l.lhed. . 
They do not ~moil how to g.o Ilbcut it. 
Their :ce.rcnts would not r;.llY~1 t~~::\ to ;0 because ot 
'1'l.lth. lnexper1enc:c, ~n(~ la.c~ ot supervision. 
Her~tc.,,·('~:e. :l.n the aorQ.>!\'lo ror :I!ure student8, oollc" 
\"/ m:d uot havo loo!l:f'!i ~'J). i:h favor upon any ple.n 
til/".t would take any at'J.chmta a.wa.y fro:n thom ovc:~ 
t 0-: Il yea.r. . 
The n)Ousa1ty for fluent. V&~ ~nd underetand1ng ot & 
!ol'e1gn ::'n·~\g\U\ge, !'\ order to proUt by inatn:c .. 
tiun ~bro~d, haa preventod· oonsidera.tion ot sue": 
a. thing by the o.V=l·t.~O at\ldont or !£:.oul ty; 
b. Amerioan college ~raduat~8 do r.ot go abroa.d in any number 
beoause . 
When thtl t:radit10ne.l 4-}'eara h,we been comple~ed the: .. 
.:It;)ne:1d;~r themselves rea.~y to IIt&.lee· a. jobn • 
Their ~e.xentB !eel tha.t the~r B.re not willing to spend 
a. .. r :.i:no on their educr.hon. 
4-Ye4::s is felt b~' the averc.p'~ stud.ant and pfi.rent to 
'.)~ th= t.,:a.xir.lu.-n arllOlJllt 1or . .:..t should be d.evoted 
to ('olle~e tra.1n1ng for ,~ boy who 1e going into 
'''oua1noss u • 
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I THE AIH 
--
International understanding - bettered. 
American' efficiency - or effectiveness - in foreign tre.l~" 
increased. 
American vision of wor~d affairs - bro~dened. 
American colleGe education - stimulated and liber~llzed. 
II THE SITUATIOl~ AT PRESENT 
-- ---- - ----
Foreign st'Ud~ and travel - c~1iefly vlDcatiomil 
Post g:t'i'l.dua te .. very limited - scholc:.rships to speciE-lis';: 
not seneral. 
1i2. pli!.n looking to wide extensiort of famllic:..rl ty with for·· 
eign language, trade, Bustoms, and ideas. 
!£ ability to re~lly ~~ ~ fO~eigh language even by thoee 
who have tak~n full school and college oourses in tht 
Aluost impossible without reFJidenoe in ":.he country in 
which it is used •. AdjAi tted bJ' sOhools and colleges 
generally, / 
III TO BE NOTED 
----
a. Aoerican college undergraduateo do not at present go abrot~ 
beoause \ 
T~e thought has not been sugGested to them. 
Its value: in c;~ business and cu'ltu.ral way has not ben 
. re~lized. . . 
They do not "::noV{ how to g,o a.bout it. 
Their ~&rtnts would not ~llo7 tha~ to go because of 
.'! )'Uth, lnexperienc:c. £.n:! lao!,: of aupervislon, 
Heret<.;"cl:·:C, in the Bcrai'..~l·le for ::lOre students, colle" 
\"I m:'d aot ha.ve looiCNI. ...,j,;;h favor upon any ple.n 
t:.1F'.t would ta.ke any st'.ldtmts away fro:n them eve~"~ 
fo::: a year. 
The n~ou6sity for fluent ~s~ ~nd understanding of a 
iOl'eign :!.t',.;lguage, i"1 order to profit by instrt:c·· 
tion Cl.brcad, has prevented· oonsidera.tion of suo":": 
a thing by the aver~ge student or f&culty~ 
b. Amerioan oollege Kraduates do ~ot go abroad in any number 
because , 
When thE; tra.ditional 4-years hEwe been completed the: .. 
vQnEioi"~r themselves reac.y to It take a. j ob", 
Their p&Ient~ feel that the~ ~re not willing to epend 
Cl.i.l:' :::o:.:e on their educ~.1:ion. 
4-)'ecl:::6 is felt by the f.i.Y51't:.f?'" student and parent to 
~).;: the t.:axir.1u:n araouHt tr"~t should be devoted 
1;(') C'clle~e training for c.~ boy ~'/ho is going into 
li';)usiness ll • 
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o. Therefore l 
Stud.y abroad~o reach cLny cons'iderable numbers I Ttl,;" 
be done during the '.mdergraduate oourse. 
i 
IV THE PLAN 
Broadly: 
T,o allow students to take their JU':1.ior year (poBsi'll:, 
the Senior year) in France) Germany, Spain or 
SC\lth A:.aerica, Italy, or Centrel Europe and 
receive full credit toward the bacc~laureate 
degr~e for this year's work. 
In more detail: 
Tb demonstrate the feasibility of the plan by begin-
ning with France in e.. sllall way. 
To have an instructor from the l:>epe.rtment of Modern 
Languages take a party of Juniors selected by 
hiLl and approved b~.' .the Fa.culty to France. 
No one eligivle who has not had at least three years 
French iI.1 ~chool and college. 
Purty leaves last· of Ju."1e. 
Students spend summer in' intensive tutoring under 
French instructors in wri tten and spoken Frencr-, 
Thus prepared they enter CO'.lrses as nearly as possibl' 
e~uivalent to ours, at F~ris, Bordeaux, Lyon~J 
or eJ.sewhere. 
Studen'~s } od.rred in repute.ble French hOi'Jes - separatel 
- cl!osen by instruc; tor ir:. ch""rge of their party. 
Details as to courses, ) odginbJ etc., superv'ised by 
instructor who is respo~siole to home college fa' 
reports "T', work of students and for making nec-
essary arrangements as to examinations for 
credit certificates in conforoity with American 
System. 
V' EXPANSION OF PLAN 
B'rought into correlation with work and organization of-
American University Union. . 
Regional u."1its formed in various E'cctions of the United 
States. 
Regular rotation among institutions of learning in sendin6 
members of their teaohing staffs. 
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Expan6io~ to include the seve~al countries mentioned. 
Details of correlation with the Amerioan system to be 
worked out graduatly by those in oharge. 
VI ULTIMATE RESULTS AIJfED !! 
A great reservoir of college trained men fit for langua~ 
teaching positions'and for use by business, trade,-
industry, cornmerce l and the government". for work 
abroad or fOr other work that involves knowledge of 
the language and customs of other countries. 
Better understanding of ·the rest of the world. 
Liberalizing of American edUcation. 
VII DIFFIOULTIES 
The greatest difficulty to be enoC'u..l1tered in realizing th·;· 
hope that this "Delaware Experiment" will result in 
adoption, nottonally, lies 1n the difference in the 
plan of education of the American college and the 
European or South A~erican University. The investi-
gations made, however, indicate that a c])oae enough 
approximation to our form. of credits can be arranged 
to make the work acceptable to Amerioan 1n8t1tutions~ 
and one may feel sure that other 1nstitut1bna will 
follow our lead if the experiment proves suooessful. 
" .i I I APPROVAL 
A great a.mount of work will have to be done by 
theUnivers1ty of Delawa're for several years to get 
the plan thoroughly launched and adopted by a suffici· 
ently large n\,Ullber of in.stitutions to make the O'L\tput 
significantly large but a very small number - say 
five - from each of 100 of the 400 colleges in the 
United st~tcs would amount to 500 students eaoh year 
study:lng in foreign countrios, a great advanoe over 
. present conditiona. 
The plan has received the appro'Tal of Dr. Capen, Direotor 
of the America.n Council on Educatlon, Professor Cham~: .. 
enoia, representative of French Universities in 
A~erioa, and Mr. Hoover, Secretary of Commerce; also 
by ma.ny individual eduoators and business men. 
Mr. Hoover in a personal interview stated that h. 
oonsidered the plan sound and valuablej that it avoi~1 
or successfully met the reasons for failUre of other 
foreign study plans, all of which have been more or 
less artifioial; that OUr plan is the first one to 
endea.vor to fit foreign study into the normal and 
accepted soheme of American eduoation. After study 
of the outline left with him, he conf irmed this judg· 
ment by letter and stated that the Department of 
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6"OtlT.lerce would be glad to cooperate '7ith us in the 
undertaking. , 
He said, in the inte:7VieVl referred to, that 
there is nothing the Uni~ed States needs more at t. 
time than 5000 young men trained in the way indica" 
in our planj that the United States can nbt gain t:, 
markets of the world thru its commercial organizattJ 
and methods alone. The men for the undertaking at 
present are lacking. ' 
The American Oouncil on Education has adopted E: 
resolution recommending that one year's study in a 
lycee polytechnic school, or other institution of 
equivalent standing be accepted for one year's credit 
On the baccalaureate deGree by Amerioan colleges 
without regard to ex~ct equivalence and parallelism 
of courses. 
IX ADVANTAGE _T_O YN __ IV_~~S_I_T_Y _OF_ ~D~EL~A~W~A~RE 
The obvious advantage in preotige 6l.nd reputation, which rna" 
accrue to Delaware for :e,unching and taking the lead-
ership in a plan of national scope and value, is a 
facrtcr in the interest that will be taken in the plan 
ty the Faculty of the University. 
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SCOPE AND GENERAL STATEMENT .91. TH~ PLAN 
. The University of Delaware, at its annual comoenoe~ent 
exerc~ses June 192;::, ann01 .. l.'"lced the appl'Qval by the Board' of Trus-
tees of ~he Foreign Study Plan of the ;.{odern Language Department, 
under WhlCh Uelaware students may spend their Junior year in a 
foreign university. The plan is to be put into effect in 1923-
~~24~ and the first foreign country co~sidered 1s rrance. M=. 
r· .. J..rkbride is in France r:taking prelimine.ry arrangeJJents and estab-
lishing relations with the French univer~ities .. 
As soon as the eystem in is operation any student of 
the University of Uelaware who is interested in the study of 
i0reign 1anguageg, foreign trade, the cor.sular servicej or other 
i!1ternational affairs J or me:::ely in the advantages of foreign 
travel, will be ~O~~ to spend his Junior yea~ in a fOl'eign ~~iv­
el's1 ty ~ under the OU.perv ision of a representative of the De,laware 
faculty and regis~ered as a Delaware student. The work done 
abroad will receive crecH t at the univer8~. tv here J and the student 
will return to Uelaware to finish his S'br.ior year and graduate 
wi th hie olt..ss. 
The project is an innovatio!1 j.n the educational world. 
~ot that Americans have not studied in iOrel&n universities 
oefore. But those that ha~o done 60 wftre in most-cases scholars 
doing graduate or researoh work, and a:.l.1cr,t none of them ever 
get into business. The Delaware Plan i~ for undergraduates. 
Tne great mass of American college men ~ev~x do any post-grad-
uate work, but go into bUE'j.ness imnediate.ly e.fter the usual 
four yea.rs in Col~,f'ge. Sinc~ the Great Wa·t the vi tal import-
ance of the forcigr. part of our national trade has emphasized 
the necessity of hc..vL'lg trained men, and college trained men, 
to handle our fOl'eit!n affai:r:s. The Delaware Plan is intended 
to provide this, foreigr. training" and wi.ll do 1 t within the 
four years that the averc:..ge man can devctc to a college eduoation. 
France 1s t',le first country to 'bl'l v isi ted. and those 
studying French or in~ere$ted in French-spe~king nations will 
be the first to pre! i."; ly the plan. The pioneer group cf 
students will be sent to France for the oohool year 1923-1924. 
ilIlder the personal ciirection of Mr. Kil'k'oride. .The members of 
the group will be me~11bers of the class 'Of 1925, and they will 
spend their entire Ju.'1ior yenT at the famous Univ:ersi ty of Paris. 
Hr. Kirkbride will ta!':e them to France in July, 1923, remain with 
them throug:~out the year and accompany the!'J back to. Delaware in 
July, 1924, when they ",ii1 be ready for their Senior year. 
The stu~e!1ts will arrive in Fr~noe about July 1, 1923. 
They will first be erl:'olJed in the University of Nancy, where they 
will spend the :r.onths: of J'.lly and August in prepc:.ratory work in 
French. Next they will be given t\VO months at the Alliance Fran-
caise during September and October" to get them accustomed to 
following the courses and lectures as cC!1ducted in French. They 
they will enter the University of Paris at tte beginning of the 
term November IJ a.nd lVill continue there 1.lntil the close of the 
French school year, ending June 30, 1924. They will take as 
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nearly as possible the same subjeots that they would have taken 
in their Junior year at Uelaware, exoept, of course, tbat every-
thing will be done in FX-ench instead of English •. Such subjeots 
as international law, eoonomics, psychology, history, and liter-
ature, will be open to them. 
During their stay in Paria thR students will room and 
board i~ private homes, only one student being assigned to a 
family. This is to remove the temptation to use English, and 
to give as much praotice as possible in speaking French. It will 
also give them an opportunity to get acquain~ed with some of the 
best Frenoh people. 
One of the most valuable features of the trip will be 
the opportunity to visit the important points Of interest of . 
France. In the commercial world there are the big silk mills at 
Lyon, the glove factori.es at Grenoble, the ocean shipping at 
M~rseillesJ and ~h~ great workshops and business houses at Paris. 
Other attractions include the Battlefields, the Alps, the old 
cathedrals, and the famous art galleries, museums, and operas •. 
All of these attractions in or near Paris can be reached almost 
without cost, and the others oan be seen at a very small travel 
expense. 
The cost of this y~ar of fore~~n training will be 
extremely reasonable. It is hoped to 6e~ure ocean transporta-
tion both waye for tha boys without cha.rge to them, which re-
.iIIoves one of the le.rgest items. Living in Franoe I though higher 
than before tr..e wa.r J if) still not as high as in America, consid-
ering the presen'c rate of exchange. The student will be left 
free to set his own scale of expenditures, but it is estimated 
that the cost of the entire twelve months abroad will not exoeed 
by more than 2010 the cost of a nine-month term at De.laware on an 
equivalent standard of living. 
Thorough prep~ration in French will be absolutely 
essential to the (It;\)don't before he leaves th:'s country. The 
trip will be available only to those who have completed Sophomore 
Yrenoh at the univerG~. ty I and whose work has been of a sufficient-
ly high standard to make it certain that they will oarry on their 
studies successfully in Frenoh. No English at all will be used 
during their year overseas. :~e French Department at Delaware 
has a1+eady begun to organize the group from this yearla Freshman 
Class, so that the work in next yearts Sophomore Frenoh may be 
specially adapted to the needs of the student in Franoe. 
Ur. Kirkbride is spending the present year in France as 
the representative of the UniverSity of Delaware, making a study 
of the courses and subject3 available, locating suitable boarding 
places, getting exact figures on living oosts, and establishing 
relations with the French pniversity authorities. The data 
gathered in this survey is presented in the following pages. 
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• .TUne 20 
';une 28 
June 29 
June 30 
July 2 to -
Aug. :31 
Au?;.12-l5 -
Aug.31 
Sept.l to -
Oct.:n 
Sept.29-30-
Nov. 1 
June 30 -
Dec.26-31 -
Apr.1-12 
Nov.l -
June 30 
II II 
July I. 
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CALENDAR OF FOREI9N STUI?Y YEAR 
Sail from New York 
Arrival Cherbourg and Paris 
rn Paris 
Arrival at Nancy 
Two ~onths intensive French. at the 
University of Nancy 
Four-day trip, Metzl Verdun, Reims. Sedan, Liege, 
Brtuelles, Lille. devast~ted regions, industrial 
regions. (OPTIONAL) . 
Arrival in Paris 
Two mo~ths intensive French at the 
Alliance Francaise, Paris. 
TWO-day trip, Tours') Blois, and the chateau country 
(OPTIONAL) 
EIGHT HONTH mnVERSITY YEAR IN PARIS 
a. Alli~nce Francaise 
b. Cou-:.-s de Civilisation. (at the Sorbonne) 
c. Ecole Libre des Scienoes Politiques 
d. Inst5.tt\t des Hautes Etudes Internationales 
Si~~-day trip, Bordeaux, IHarritz, Toulouse, Limoges 
(OPTIONAL) . 
Twelve-dr:.y trip, D"ijon, Le CreusotJ Lyon, Nimes, 
Mt.rseiJ.le, U10'e, Grenoble, Geneve (OPTIONAL) 
As cir.:::ur:lstances permit, visits to the Louvre, 
Notre··Da!'ne, Sainte Chapelle. Versailles, 
Rambouille-;;. Fontainebleau, Malmaison, 
Usinea Citroen, Banque de France, Bibliotheque 
Nationale, etc. etc. 
Aa the student may desire, performances of the 
Opera J Opex-a-Comique, Oo~;:edi e-Francaise I 
Odeon, etc. 
Return t~ U.S.A. 
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Months of 
COURSS OF FOREIGN STUjJY 
Four months Intensive Language Drill. ~our hours daily. 
July and August at the Un1ver.Jity of Nancy 
Text reading and analysis 1 hr per day 
Grammar J phonetics~ etc. 1 hr per day 
Lectul' e 1 hr per day 
Private lessons 1 hr per day 
September and October at the Alliance 
T~xt reading and analysis 
Grammar I phonetics) etc. 
Lecture 
private lesson 
Francaise) Paris. 
I hr per day 
I hr per day 
I hr per day 
1 hr per day 
Eight months regular Frenoh Schocl Year. 
November 1 - July 1 in different Peu'is insti tut10ns 
a. Oours de Civilisation Francaise (Sorbonne) 
F~ench literature 3 credits 
(17th) 18th, 19th) 20th centuries) 
b. Ecole Libre des Sciences 
Politiques 
Economics) two courses 
Economic geography 
Diplomatic history, two cDutses 
Oonstitutional ~istory 
c. Institut des Hautes Etudes 
Internatlonales 
International 1~w 
d. Elec~ive) in o~her institutions 
Modern industries 
. Money) exchan;e 
Tariff legislation 
Commeroial law 
Courses in French literature 
Courses in Fren~~ composit:on 
4 credits 
2 credits 
4 credits 
2 credits 
3 credits 
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ANALYSIS OF COURSES 
It ha~ been found impossible to prepare an analysis of al~ courses avallable at Paris. The folloVling are submitted as 
falr examples of those which may be profitably taken by students 
working in the Uelaware group: . . 
ECOLE LIBRE DES SCIENCES POLITIQUES. 
a. Politica~ Economy 
One lecture per week by Aupeti t,' Sec. Gen. de la Banque de 
F:rance. 
One lecture per week by Colson~ leading French economist. 
Two quiz-discussions per week. Dredit, 4 hours. 
Subj ect matter: 
Object of poli~ical economy. Summa:ry of 
economic phenomona, wealth, work. production, property, 
prices, distribution, consumption. Methods of economic 
sCience, geography, statistics, practical application. 
Theory of value and prices, exchange value, actual value, 
demand, supply J monopolies.,' Theory of the distribution of 
production, capit~lJ labor, wages, interest, improvement 
of condition of workingmen of modern times. Progress of 
production, overproduction, crises, Paternalism, Labor and 
labor questions. co-operative J wOTking r.1en' s insurance.; 
syndicalism. Hygiene, female labor. Property, inheritance. 
Trade. money, banks, credits, middlemen. International 
commerce, custom laws. Public s~~viceJ tests, trust legis-
lation. Comr.:ercia1 treaties. 
b. Commercial Policy of the Leading.Powers since 1815. 
Ohe lecture per week by Arnaune, on France. Oral exam. 
One lecture per week by Siegfried, en other countries. 
Oral exam. 
Oredi t, 2 hours. 
Subject matter: 
COliw.ercial policy in the 17th and.lBth 
century, tariffs of Colbert, treaties at the end of the 
old regime. Quesnay, David Hume. Acam Seith. The Revolu-
tion - Treaties of 1860. Protectionist movement. The 
colonies, tariff cf 1910. Commercial relations in 1914. 
¥oreign relations since'tae end 01 the War. Germany, . 
economic policy of Bismarck. Present problems, Austrla,' 
influence of Metternich, com~ercial policy of the new 
states. RUSSia, eco~omic changes during the l~th centu:y. 
The Balkan States. Italy, Spain, Fcrtugal, Brltish Emplre~ 
big business, free trade, German and American competition, 
etc. Colonies) i:.:perialism. United Sta.tes, economic 
industrial development prior to the Oivil War, from the 
Civil War to the S"Oanish-American Wa.r, from the Spanish-
American War to the World War and since the World War. 
The Orient and Far East. 
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COURS DE CIVILISATION FRANCAISE (At S~n·bonne). 
a. Literature of the. 17th, 18th, 19th and 20th centuries. 
Two lectures pcr neek 1st sem. by Reynier. 
Two lectures per ~eek 2d sem. by Le Breton. 
One quiz-discussion per week. Credit, 3 hours. 
Subject matter: 
Results of the Renaissance. Malherbe. 
Foundation of the French Academy. Corneille (three 
lectures). 
Descartes. Pascal. - the heroic nuvel, realistic novel. 
France under Louis XIV. - Boileau. La Fontaine. -
~oliere (three lectures). Racine (two lectures). -
Bossuet. ~,:me. de La Fayette. Mme. de Sevigne. La 
Bruyere. Duke of Rochefoucauld. Dul:e of Saint-Simon. 
18th aEntury, period of ideas. Prose. - Lesage. 
~F.ariva.ux. L'Abbe-Prevost. - Voltaire, j)iderot. Buffon. 
- Beaumarchais. R0usseau. Schoel of Rousseau. The 
Revol\.\tion. The E;'l\tlire.- Mme. d.e Stael. Chateaubriand. 
R,oraanticisl;'I. La.martine. Vigny. - H\1g0, poet. ~:'uBset. 
Romantic theatre: H'.lgol Vigny, Mu,sset. Romantic Novel: 
Vigny, Me:-imee, Hugo. History. Sand. Balzac. - Hugo 
after 1830. '- Sainte-Beuve. ParnaS8Us - Baudelaire. ' 
Renan. Taine. Labiche. Augier. :Jl.!i:taS' son. - Flaubert. 
Zola. Maupassant. Daudet. Les GC:1CO'l.1!'t. Feuillet.-
~:!odern Liyerat 11:.:e. llovel: Theuriet, Fabre~ Ercy.mann-
Chatrian, Loti, Fra~lce J Bourget, Bar:oes, Bazin, Bordeaux, 
les :!arg1..1.eri tt 3. Bodern Theatre: Rostand, Bornier .. 
Richepin, Bccq:J.e, Bataille, Lavedc.n, Donnay J Hervieu, 
Lemai tre .. Bl'ieu:~, Fabre. PE.il1eron, Courteline, Capus, 
Bernard. Kc~ern Poetry. 
b. Historical Evolution of France from the Beginning to the 
P:;:oesen"; Day. 
Two lectures per week 1st sem. by GUignebert, head of 
Hist. Dept. 
Two lectureH pe:, ,;eek 2d se:-.1. by Eisenmann, Also of the 
So:;:bo:m8. 
One Quiz-disc'\.:.sBion per week. Credit, 3 hours. 
Subject matter: 
Ga'..:,l, r.0 1evelopme.r.t .. no unity. Conquest 
of Caesar, c~ange of the country by the Romans. Invasions 
,by the Ger:','\ar..s, Visigoths, Burger-,d.ions,. Franks. A~ogee 
of the Fre;1ch E:i1pire. Charlemagne. End of Roman lnflu-
ence. Fe"J....1c.: anarchy. The Norml:.ns. Absolute disorder. , 
Philippe-Au;uste. Hu.lldred Years' War. Charles ~IL Joan 
of Arc. End of Feudalism. Beginning of the natlonal 
policy. The Renaissance. The Refor~ation. Establishment 
of an absolute ~onar~hy. Despotism of Louis XIV.' Colbert. 
France in Em,'o"C'e. Relations with England •. Fall of the 
~,{onarchy. Loul s XV. Louis XVI. Foreign policy, loss of 
the Indies, of Cer..E.da. France before the Revolution. The 
Revolu.tion. The E::.:pire. Napoleon and :Surope. The Restora-:-
tion. Louis XVIII. Louis-Phili)ye. Second Republic. Lou:'~ 
Nc..poleon, President. Second Empire. Prosperity. Change of 
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Paris by ~aror. Haussmann. Revolu~ion of September 4, 1870. 
Treaty of Frankford. Third Repub~ic. Alliance with Russia, 
1891. Entente with Eng1and~ 1904. Foreign policy. The 
colonies. Present situation. 
ATJLIANCE FRA.I1CAISE 
h. French c·~mposi tion 
One lecture per week by Bayet. 
One discussion and written composition per week. !·,nle. James 
Credit, 2 hours, 
Subj ect matte!': . 
Theory and practicp, of composition, etc., 
t:::-eated. in 1I1110h the same way by )6..Bayet as they would be 
treated in Ot~ American colleges. 
, COl'rection of each ir..C!.iv:"dual composition, 
and general cl6.sS ci.isc"Ussion by :-.111e. James. 
Other courses available are as.follows: 
ECOLE LIERE DES SCIE:WZS POLI'1'IQUES. 
a. Consti tutior.3.1 History of ceptral Et.ll'cpe , lecture per wk 
and the Near East 1 quiz-discussion 
b. Constitutiona.! 'I-:i s J~ o-::y of France, England 1 lecture per wk 
and the Uni tee: Stc.tes 1 ~uiz-discussion 
c. Socialism in i:~_u' o;;>e in the 19th 1 lectu-::e per wk 
Century 
d. Banking 1 lecture per wk 
1 quiz-discussion 
COURS DE CIVILISATION. At the Sorbon~."Ie. 
a. History of Ideas. (Philosophy) 1 sem. 2 leo. per week 
1 quiz-discussion 
b. History of Fre!i.C'h AJ~t 1 sem. 3 leo. per week 
1 quiz-discussion 
c, French SCience 1 sem. 2 lee. pe~ week 
1 quiz-discussion 
d. Georgraphy of Fra:l0o 1 sem. 3 lee. per week 
1 quiz-discussion 
ALLIANCE FRANCAISE 
a. Explanatior. of texts (Mornet 1 lec. per week 
b. Grammar (Frey) 1 leot per week 
c. "History of Art (Parrr:e:1tier) 1 lee. per week 
d. Vocabulary OUnouflet) 1 lec. per week 
e. SOCiety and the French FanilY(Dou)uey ) 1 lee. per week 
f. Modern French Literature (Dupouey 1 lec. per week 
g. Classic French Li:erature (de Felice) 1 lee. per week 
h. Phonetics - Theo!'"! (R.ousselot) 1 lee. per week 
II 
- Pr<!..etioe (Pernot) 1 ex. per week 
1. Practical exercises - in class 12 aI's. per week 
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EXQlJRSIONS AND EDUCATIONAL TRIPS 
-- ---
One of the valuable features of the year abroad under 
the Foreign~Study Plan will be the opportunity to become acquaint-
ed with France~ which will be accompliseed by meeting her business, 
political~ social and educational leaders, visitir.g ~er various 
industrial, ece~ic, and historical points Of interest, and becom-
ing a part i~ her modern everyday li~e. . 
In Paris visits are planned to the Senate, the Chambe~, 
tr.e Nat ional Library ~ the Bank of France, the French Chamber of 
Commerce, the great Oi troen autor.-:obile conoern, the far.lOus 
Printenlps stores, and many other places of lik~ importance that 
the tourist sess only from the outside, a.s \,lell as the Louvre, 
Notre-Dame, etc., and other points usually covered by the travell-
er. 
For the rest of Franoe three trips are planned as 
follows: 
3-day trip, 
6-day trip, 
la-day trip~ 
in July, to the great Creusot works of Eugene 
Scr~eider, to Lille, Reims, Verdun, Metz, Nancy, 
and Strasbourg. 
Christmas week, .to Bordeaux, Biarritz, Toulouse, 
and Limcges. 
Easter vacation, to Lyon, the world's silk center, 
:Uarseillej the key 'to the Orient; Nice, Grenoble, 
Geneva, a~d Dijon. 
In all the visits at Paris,.a~d at every stop made on 
the three trips ,the party will be conducted by conuni ttees of 
prominent Frenchmen, and in every case will meet the managers 
and directors of the institutions visited. 
During tte year in Paris, the following will be avail-
able for the student: Performances at the CYpera, IlAida", IIFaust ll , 
etc.; Opera-Comiqua, "Carmen", etc. j Oomedie-Francaise, II Hernan1" , 
etc.'~ Odeon, nPhedre", lIi..!:ariage de Figaro", etc. 
The visits planned Ior Paris and vicinity will cpst the 
student nothing. 
520 
-9-
STUDENT SU.PERVIS~ON 
Professor Kirkbride will be in charge of the party 
throughout the year and will be responsitle for supervision of 
all arrangements relating to class work) board, and activities, 
Reports on work of the students will be made periodioally by 
him to the Dean of the College and to parents. 
The 6tudent~ willliv~ in private homes during their 
entire stay abroad. SODe of the best families in Franoe will 
be open to them. both for the two months at Nancy. and the , 
ten months in Paris. inc11.lding the homes of oollege and univ-
ersity professors. business and professional men. In every 
case the home is recommended by the French university authori-
ties. and is visited personally ~y the representative of the 
UniverSity of Delaware. 
The rooms are all comfortable and well furnished, 
with eleotrio lights and modern conveniences. The meals will 
be a delight. liLa bonne cuissine franQaise l1 is famour through-
out the world, and thoroughly merits itA reputation. The 
average pric~ for board and r,oom will 1:.6 600 francs per month, 
or $37 at the present rate of exchange. Larger and more 
luxurious rooms and apartments or course are available to'the 
student who wishes to p~y a higher price. 
Each student nill be placed singly in a horne where 
he will be the only guest. The I1pension de famille" l where 
there are always a number of English-speaking boarders, will 
be rigidly avoided. The student will be £ent excmusively to 
bhmms where he will be received as a mC:'l':':>er of the family. 
This will not only gtve hj.m- the opportn:.:1,1. ty of see~ng French 
life ~ but will make it abeolutely impos",::.ble for hl.m to succ\l1Ilb 
to the temptation of spaaking English, V1~'iich is the fatal short-
coming of a majority of American students in France today. 
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SOCIAL LIFE 
One of the most important features of the student's 
year in France under the Foreign Study Plan will be the oppor-
tunity of enjoying the hospitality of some of the best French 
famil~e~~ and of taking part in the everyday French social 
acti~ltles. The average tourist, and indeed a large number of 
Amerlcan students, never in Paris, get into real French life. 
~hey return to their homes with an utterly false idea of French 
laeas and customs. If they are inclined to a life of gaiety 
they Bee everything through the gl~mor of the Montmarte cabaters, 
which are absolutely unknown to 99 out of 100 Frenohmen. If 
they are ~ore sober in their tastes they get ~Dnely and become 
skeptical of French hospitality. Considerable attention has 
been devoted to plans for the social life of our students next 
year. 
The response met with on the part of the French hqs 
been cordial. The following organizations have assured their 
hearty cooperation: . 
La Fraternite·Franco-Amerioaine; 
Lea Arnie de la Francej 
La Bienvenue Francalee; 
L'Aseoclation Generale des Etud1ants de Parisj 
French-American Students Club. 
All of these organizations oount among their patrons 80me of 
the most prominent people of France. Included are President 
Millerand~'Premier Poincare, Marshal Foch, Clemenceau, Briand, 
etc. 
Through Madame Seligmann-Lui, Secretaire-Generale 
of the Fraterni te Franco-Americaine J studan-"s will have an 
entree into a large number of French homes, Madame Seligmann-
Lui knows many prominent families," Sr .. e ?la.~s to introduce the 
students J as the occasion may present itse:f, to all those whom 
she is able to inte:>:eAt in the movement) a·.~d t:len to make 
aft·ernoon oall appointments for eaoh ir.divitlually. In this way 
eaoh stUdent will be among friends from the very start of his 
sojourn in France. . 
Ev ery Thursday aft .:;:noon, in their handsome salons' on 
the Avenue dee Cha"ffips-Elysees~ Les Amis de la 'F'rance offer a tea-
conoert-reception to students, to which the Delaware group will 
be invited. M. Henri Soulie. one of the leading Protestant 
ministers in France, is at the head of this organization. The 
receptions are attendee by upwards of a h~~dred.8tudents and 
French people interested in students. 
The two organizations. L'Association Generale des 
Etudlants de PariS, and the French-A.nerica..n Students Club, are 
precisely what their'names imply. Through them the men will 514 
make the acquaintance of hundreds of stude~tB in the various 
schools of Paris. They will get to take part in the usual 
student activities, student social affairs, etc. And they will 
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form friendships which both now and in after years will prove 
one of the most pleasant and valuable features of their Foreign 
Study year abroad •. · 
EXPENSES 
The total expenses of a 6tude~t's year at prices now 
prevailing i::1. France (March 1923) will a.mount to 10,.000 francs. 
The present rate of exchange is .06 per franc - makiLg a total 
coat of $600 ~lus $40 University fee and pass-port charges. It 
is not believed that exchange will raise before the first group 
of students leave b'..l.t a margin above figures given should be 
allowed. . 
TUITION) BOOKS, etc. 
Dela.ware fee 
Tuition Universities and Alliance 
Francaise 
Private lessons 
Books and library fees 
LIVING 
2 rno • Nancy ® 600 fro 
10 mo. Paris @ 600 fro 
La~dry) street-car) etc. 12 mo. 
Travel 
Ocean passage free. To be arranged. 
Pas6"Qort 
French visa 
Cherbourg-Paris, rcund trip, 2nd cla3s 
Paris-Nan?y, ro~~d trip) 2nd class 
F'r. 
1150 
425 
300 
1200 
6000 
720 
105 
100 
fx.10000 
25 
10 
5 
10000 fr.@ 6 or 7 cents $600 $700 
~640 $740 
.. 
EXTRAS. Rebates not specified. Full prices give::1.. 
4-day trip VerdQ~ etc. 
2-day trip chateau co'mtry 
6-day trip Bordea~x, etc. 
lZ-day trip Marseille) etc. 
325 fro 
175 
500 
1000 
2000 
(~lS.50 to 22.75t 
(~10.50 to 12.25 
(~30.00 to 35.00 
(GSO.OO to 70.00 
0$20 $140 
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ENDORSEMENTS OF THE PLAN gr FRENCH AND AMERICAN AUTHORITIES 
Judge Berry, President of the American Chamber of 
C~:-.llnerce in France, thoroughly approves of the plan. He has 
o':fered all the facilities of the Chamber of Commerce in Paris 
to help it aloag. 
Consul-General Thaokara is enthusiastic. He considers 
the scheme of very grec:..t national importanoe, and promises the 
hearty Bup~ort of the Consulate. 
Mr. Fred Singer, of the Bure~u of Foreign Trade, and 
his brother, Mortimer Bin~erJ of Barclay's Bank, are both lending 
their help. ~ 
;J. Giraudoux and i~. Henard) of the French lHnistry of 
Foreign Affairs) are very muoh interested, and have promised to 
cooper~te in every way within their po~er both offioially and 
individually. 
M. Stephana Lauzanne, editor of the "Matin") and one of 
the most in£luential men in France, off~~6 to aid personally in 
any way possible. . . 
In the Unive:csity circles) Dr. Champenois, of the 
Office National des Universites francaises, is giving his 
cooperati6n. . 
Ur, Van Dyke) of the American University Union, is 
thoroughly in favor of the ~roject. He says that the scheme 
for personally supervised foreign study ~s the only one feas ... 
ible for undergraduates. He went over :h~ p~ans carefully and 
declared that every point ha.d been anti·::ipatea.; the only sug..-
gestion he could offer would be td bri~g ~h6 students over one 
month earlier l that is, the last of June instead of the last 
of July. 
M. Dupouey, DirectA\l':' at the !'.lianoe Francaise, is 
taking an enthusiastic interest) and has offered to arrange 
special courses at the Alliance. Duri~g the war, he was one 
of the leading liaison officers betwee:i the A':.ierioan and French 
armies, and was previously for five years as exohange professor 
in America) BO he is well qualified to speak. 
M. Henry Goy, an official at the Sorbonne, and :L 
r~urice Caudell an official at the Ecole Libre dee Sciences 
Foli t iques have opened the doors of these two faalOUS inst i tu-
tions,vand are cooperating most graciously in working out the 
details. I 
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n~L James A. Farrell, Presic..ent of the United states 
Steel Corpo!'a. tion and Chairman of the Hc.t i onal Foreign Trade 
COl'neil 1s ver~' sincerely interested in our project. I first 
wtote him a letter outlining the plan) ~nd Tuesday afternoon at 
tCle Continental he gave me an hour of hiE. time in an interview 
that was mos~ cordial and encouraging. He likes every detail 
of our plan, and says we are on the right track" 
(Letter from Prof. Kirkbride, Octo'ber 25) 
525 
Appendix D 
Educating 
For Global 
Competence: 
The Report 
of the Advisory Council for 
International Educational . 
Exchange 
AUGUST 1988 
COUNCIL ON INTERNATIONAL EDUCATIONAL EXCHANGE 
526 
The Council on International Educational Exchange 
The Council on International Educational Exchange (CIEE) was established in 1947, 
at the urging of the U.S. Department of State, to help reestablish student exchange 
after World War II. The nonprofit organization, with headquarters in New York 
City, maintains offices throughout the United States and in six countries abroad, 
from which it develops and administers a wide variety of study, work and travel 
programs for American and International students at the secondary, undergraduate, 
graduate and professional levels .. 
In its 41 years of work on behalf of international exchange, CIEE has observed at 
close range the benefits of studying and living abroad broth for the individuals who 
participate and for those whose lives they touch when they return home. Through 
study abroad, students and educators begin to understand the complex social, 
political and economic ties interconnecting the global community. 
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The Advisory Council for International 
Educational Exchange 
The Advisory Council for International Educational Exchange was established in 
1987 as part of CIEE I S commitment and effort to make a significant contribution to 
international education. The Council was charged to review the situation and make 
recommendations for the future, both for the field of educational exchange 
nationally and for CIEE itself. 
Council members represent a wide range of experience in higher education, foreign 
language and international studies, public policy, federally supported educational 
and cultural exchange and the operational aspects of student exchange. 
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Advisory Council Members 
Chair, Thomas A. Bartlett, Chancellor, University of Alabama 
Alan Guskin, President, Antioch University 
Richard Lambert, Director, National Foreign Languages Center 
Ambassador Arthur Lewis, Nord Resources Corporation 
Hon. Leon Panetta, U. S. House of Representatives 
Adele Simmons, President, Hampshire College 
Hon. Frank A. Weil, Chairman, Abacus and Associates 
Ex-officio, Barbara B. Burn, Associate Provost for International Programs, 
University of Massachusetts; and chair of the CIEE board 
Ex-officio, Jack Egle, President-Executive Director, CIEE 
Ex-officio, W. LaMarr Kopp, Deputy Vice President for International Programs, 
Pennsylvania State University 
Advisory Council Coordinators 
Paula Spier, Academic Dean Emerita, Antioch International, Antioch University 
Edith katz, Assistant Executive Director for External Affairs, CIEE 
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Letter of Transmittal 
On behalf of the Advisory Council for International Educational Exchange, I 
am pleased to transmit our report on study abroad by American undergraduates. 
When we began our work, we agreed that we would concentrate on the future; what 
steps were needed to expand and diversify study abroad by American students. We 
decided simply to make the assumption that the intensely interdependent nature of 
the world community and the challenges to American competitiveness meant that we 
needed to increase the competence of our students in their knowledge of other 
countries and their abilities with foreign languages. On the basis of our collective 
experience we also made the assumption that study abroad is a vital element in a 
total strategy to increase student international competence. 
The assumption of need is powerfully supported when one notes, as we did, 
the relatively small numbers studying abroad, the limited range of countries in 
which any significant numbers now study, and the constantly repeated reports 
concerning the limited knowledge and understanding of American students about 
other countries. We therefore consider the essential issue to be not whether we 
need more study abroad, but who should go and how to make it happen. 
The Advisory Council then decided not to attempt a precise how-to-do-it 
handbook for collegial institutions since each institution will have different 
circumstances; at the same time, much of the report does relate to general 
adaptations we believe are called for by individual institutions if they wish to 
expand study abroad by their students. The report also notes essential roles for 
federal, state, and private agencies, if our national and local needs for international 
competence are to be met. 
Finally, as a matter of efficiency and focus, we chose to concentrate on study 
abroad by undergraduate and first professional degree students, leaving aside the 
great challenge to increase opportunities for study abroad by graduate specialists. 
The task of expanding study abroad is not an isolated issue, but one 
imbedded in the general need for a much stronger international dimension in higher 
education. Fortunately, the general need is increasingly being recognized and 
addressed. Expansion of study abroad, as an essential part of the strategy, will 
require initiative and support from campus leadership as well as from leadership 
outside higher education institutions. Our report is intended to reenforce the 
understanding of such leadership about how to get on with the job. 
The members of the Advisory Council are grateful to CIEE for setting 
before us a stimulating topic and challenge. We hope our report will assist in the 
national effort to expand our collective competence in an interdependent world. 
Thomas A. Bartlett 
Chair, Advisory Council 
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International Education for an Interdependent Competitive World 
The role of the United States as a leader among nations is changing rapidly. 
Despite our position of international leadership for almost fifty years, we are ill-
prepared for the changes in business, manufacturing, diplomacy, science and 
technology that have come with an intensely interdependent world. Effectiveness in 
such a world requires a citizenry whose knowledge is sufficiently internatio.nal in 
scope to cope with global interdependence. 
Other countries have had to recognize the educational implications of 
interdependence sooner than we, and are ahead of us in the international education 
of their students. Our educational system, particularly in colleges and universities, 
must adapt in order to develop new capacity in our people. The Advisory Council 
on International Educational Exchange believes that if we fail to internationalize 
sufficiently our educational institutions, including expansion of student opportunities 
for study and work abroad, we will irreversibly diminish the world status of the 
United States. 
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As Things Stand Now 
Programs for study abroad have long been part of the American academic 
tradition- but for relatively few students, in limited fields of study, and in only 
slightly over half of American colleges and universities. The Advisory Council, 
after reviewing the major studies of international education exchange and discussing 
existing priorities, policy and practice, strongly and urgently recommends a major 
expansion of study abroad in order to improve this country I s ability to meet 
contemporary challenges. 
Provision should be made by every U.S. college and university to make 
available organized study abroad for increasing numbers of students from more 
diverse backgrounds and in all fields of study. 
At the present time, there are some 350,000 foreign students studying in the 
U.S., while fewer than 50,000 of the approximately 12 million American college 
and university students study abroad each year. Citizens of other nations are 
learning more about us than we are about them and each year are doing so in 
increasing numbers. We have quite rightly welcomed these students to our own 
shores but have failed to encourage our own students to go abroad. We now have 
another kind of deficit in our "balance of education" with other countries. 
Evidence of our day-to-day involvement with other nations is all around us. 
• Thirty-three percent of U.S. corporate profits are generated by international 
trade. 
• The 23 largest U. S. banks derive almost half their total earnings overseas. 
• Four of every five new jobs in the U.S. are generated as a direct result of 
foreign trade. 
• The economic well-being of the U.S. is inextricably linked to the world 
economy, with current U. S. investments abroad valued at more than $300 
billion. 
• Foreign individuals and corporations hold investments of $200 to $300 
billion in American manufacturing companies. 
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• Foreign individuals and corporations are estimated to have invested $1.5 
trillion in the U. S., most of it since 1974. 
Despite the evidence of international involvement: 
• The U.S. is the only major world power with no language requirement for 
entering its foreign service. Key posts are filled by ambassadors who do not 
speak the local language and cannot read the local newspaper. 
• Forty percent of American foreign-area scholars cannot conduct research in 
the language of their specialty. 
• Only three percent of American high school graduates and only five percent 
of our college graduates reach a meaningful proficiency in a second 
language-despite the fact that many of them come from bilingual homes. 
• As recently as three years ago, 33 states did not require any foreign language 
study in high school, and one of every five high schools did not offer any 
foreign language instruction at all. 
• The U.S. continues to be one of the only nations in the world where a 
student can graduate from college without ever having studied a foreign 
language. 
• Fewer than one percent of the U.S. military personnel stationed abroad are 
able to use the language of their host country. 
• Thirty-four states require no world history course in their high schools. 
4 
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General Recommendations 
To counter the serious flaws in the preparation of American education for an 
interdependent world, the Advisory Council for International Educational Exchange 
is making specific recommendations, suinmarized here and discussed in detail: 
1. The number of college students who study abroad should be increased to at 
least 10 percent of enrollment by 1995, with a schedule set for a further 
increase into the next century. 
2. Special efforts should be made to identify and encourage both students from 
under-represented academic and social groups and students with potential 
leadership ability, to incorporate study abroad in their academic programs, 
and to do so in a greater range of subject areas. 
3. Study abroad in developing countries and those outside the traditional Anglo-
European settings should be a matter of high priority, with special attention 
to creating educational exchange programs in the Western Pacific Rim, as 
well as in the rest of Asia, the Middle East, Africa, Latin America and 
Eastern Europe. 
4. Responsibility for implementing increased internationalization should be 
vested at the highest institutional level. 
5 
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Who Now Studies Abroad 
The Advisory Council has reviewed major research reports on international 
educational exchange that analyze the kinds and numbers of students going abroad, 
the institutions from which they come, the countries to which they go, and the kinds 
of programs they pursue. A listing of resources may be found in Appendix I. 
While precisely accurate statistics in this field are difficult to obtain, it is 
nevertheless possible to draw some specific conclusions. 
Two of the major studies that the Advisory Council reviewed document the 
extent of international activities; the Institute of International Education's Open 
Doors: 1986/87 and Jolene Koester's November 1987 Profile o/the U.S. Student 
Abroad-1984 and 1985 prepared for CIEE. Reporting in lIE's annual survey are 
1,898 U.S. institutions, showing 48,483 students abroad out of a national 
enrollment of some 12,000,000. The CIEE study questioned 5,600 U.S. students 
purchasing the International Student Identity Card. As the chart of comparative 
results in Appendix II indicates, there is considerable agreement. Both report an 
overwhelming preponderance of women, liberal arts majors, and study in Western 
Europe, among students in programs sponsored by U.S. colleges and universities. 
Both indicate that most students spend less than six months in their foreign study 
programs. 
The lIE survey also asked institutions about the percentages of students 
enrolled directly in host universities rather th~ in free-standing programs designed 
for Americans. Open Doors indicates that 83 percent of responding institutions 
sponsor free-standing programs. 
Also reviewed was The American Council on Education's survey of August 
1986, Campus Trends, 1986, Higher Education Panel Report Number 73. It 
reported that 64 percent of responding baccalaureate institutions and 81 percent of 
universities offer undergraduate study abroad in one or more locations. Forty-nine 
percent of the colleges and 73 percent of the universities sponsor programs in 
Western Europe, 16 percent and 32 percent respectively in Asia. Only 18 percent 
of colleges and 12 percent of universities reported that more than 10 percent of their 
undergraduates study abroad. There is no report of the percentages of enrolled 
students by geographic areas. 
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As postulated in the 1985 Study Abroad: A European and an American 
Perspective, by Asa Briggs and Barbara Burn, these numbers are growing slowly. 
In 1980 there were only 30,000 U.S. students studying in U.S. sponsored programs 
abroad. Then, as now, they were predominantly humanities and social studies 
majors, with professional fields such as business increasing slightly. The 
overwhelming majority was going to Western Europe. 
Students who study abroad are from a narrow spectrum of the total 
population. They are predominately white females from highly educated 
professional families, majoring in the social sciences or humanities. They are high 
achievers and risk-takers. Many have had earlier overseas travel or international 
experience. Whether by their own choice or lack of encouragement to do so, there 
are fewer men, members of minority groups, students from nonprofessional and 
less-educated families, or science, education or business majors among 
undergraduates who study abroad. 
Perhaps the most obvious barrier to study abroad comes from a 
misconception on the part of families, students themselves and their home 
institutions; that study abroad is not an achievable option. 
There is also the perception, often not accurate, that study abroad adds 
materially to educational costs, thus preventing some who would otherwise be 
interested from considering it seriously. Ironically, the academic and professional 
fields that are by nature most universal in scope-mathematics, the sciences, 
engineering, business and management, public health-tend to draw the fewest 
undergraduates to study abroad. 
Part-time and older students, now a third of all American undergraduates, 
fmd it particularly difficult to plan for a semester or a year abroad because of 
expenses or family responsibilities, or both. Many students in this category are in 
community colleges, from which traditionally relatively few students 'have 
participated in study abroad programs. 
The Advisory Council believes that policies for active recruiting, financing 
and pr6lgram planning should be designed that draw students from a much greater 
cross-section in society, of economic level and ethnic orientation. In addition, more 
men and more students of sciences, engineering, business and education need to 
study abroad. 
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Special measures are needed to seek out the most talented students and make 
it possible for them to h ave a significant educational experience abroad. 
Recruitment, selection, funding and program planning should deliberately identify 
students with high academic achievement and those most likely to become leaders in 
campus and community life, and in their future professions. The benefits derived 
from study abroad for these students will not only be for themselves and their 
careers, but perhaps even more importantly for their associates, communities, 
professions and for our nation as a whole. 
Four-year colleges and universities which draw their enrollment largely from 
black and other minority groups face a special challenge. While it is clearly in the 
national interest to have internationally skilled students from the widest possible 
range of backgrounds, present indications are that institutions with preponderantly 
black enrollments are sending relatively few students broad. 
The Advisory Council believes that the recommendations to be found in this 
report, including those urging an international dimension in academic preparation 
for fields such as business and the sciences, together with improvement in financial 
aid and funding policies, must be taken particularly seriously by institutions now 
under-represented in study abroad. 
The traditional "grand tour," part of the education of a small segment of 
young Americans in the past, and the more recent "junior year abroad," focused on 
the European cultural heritage and was most applicable to liberal arts and 
humanities students. Now global competence for our citizens requires us to expand 
study abroad into other areas; mathematics, science, medicine, business and 
industry, technology, international affairs, economics and education-so that our 
students can learn in these fields from teachers abroad, from observation of these 
professions in other countries and from a broader perspective on American ides and 
practices in these fields. 
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Who Should Go: Making the Study 
Abroad Experience Universal 
Every American college and university is urged to put iIi operation an 
organized and evaluated provision for study abroad by the year 1995. The number 
of college students who study abroad, now estimated at less than 5 percent of total 
enrollment, should be increased to at least 10percent by 1995. The European 
Community has already set its goal at ten percent. In an ideal world every student 
would have an international experience. That Advisory Council does not expect 
that, even in the future, every American student will study abroad, but urges that 
every institution of higher learning define its educational priorities so that every 
student will have an opportunity to do so. After doubling the number of students in 
study-abroad programs by 1995 to 10 percent, a realistic goal would be an increase 
to 20-25 percent by 2008-with a continuing increase in numbers into the mid-
century. 
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Where They Should Go: New Attention to New Areas 
Study abroad in developing countries and countries outside the traditional 
Anglo-European settings should be a matter of high priority, with special attention 
to educational exchange in the Western Pacific as well as in the rest of Asia, the 
Middle East, Africa, Latin American and Eastern Europe. 
The overwhelming majority of U. S. students abroad are in Western Europe. 
This is neither good public policy nor good education. That is not to say the 
number should be reduced. On the contrary, traditional associates with Western 
Europe are a vital part of our educational processes, providing essential insight into 
our own culture and history, as well as contemporary academic disciplines. The 
problem is that too few students are going to other parts of the world. 
It is absolutely essential that college students cultivate an informed and 
sensitive awareness of those parts of the world in which more than half the global 
population lives: we need to be sure that our students learn about Latin America as 
well as Spain, French-speaking Africa as well as France. It is vital to our national 
interests and therefore our educational interests that American students learn how to 
co-exist with the Soviet Union and Eastern Europe. At present, the Middle East and 
the Arab world seem to be nearly as incomprehensible to many Americans as life on 
another planet. 
Most chronicles of study abroad programs separate the world into "Western 
Europe" and "Third World" or "developing" c~)Untries. The Advisory Council 
believes that this separation needs to be reinterpreted in light of current national 
concerns. Japan, Korea, Hong Kong and other countries of the Pacific are not 
"Third World" in the sense that they are underdeveloped, but neither are they 
"Western" in the historical and cultural sense of Europe and North America. Some 
are providing us our greatest economic challenge and some are sending us our 
newest immigrants. We need to learn about these societies for immediate practical 
reasons. The United States cannot continue to deal from a position of ignorance 
with people who have such an impact on us. The Advisory Council therefore 
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recommends expanding opportunities for study abroad in all areas outside Western 
Europe, but particularly in Japan and other countries of the Pacific Rim. 
Geographic expansion in study abroad has been slow for a variety of 
reasons. Many colleges and universities simply have not realized that opportunities 
exist in other areas. Some may justifiably feel they lack sufficient experience to 
start programs in new areas and may not have, or may not be aware of, faculty 
expertise that may exist on their campuses. Their curricula may not be designed to 
incorporate or accommodate such study. Foreign academic systems and facilities 
may be perceived as inadequate, inhospitable or not matching up with their own 
structure, and therefore not conducive to an effective learning environment for 
American students. Even where programs are available, the low level of foreign 
language competency among American students limits participation. 
These are all soluble problems once the national, institutional and individual 
commitments are made. Efforts directed at increasing the geographical distribl.Jtion 
of study abroad will require at least as much understanding, commitment and effort 
as those aimed at increasing the numbers and kinds of students involved. 
Institutional cooperation, consortia, and outside expertise may be useful and 
necessary for institutions opening up opportunities for study in the developing world 
and in other areas outside Western Europe. 
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What Involvement is Needed: Attitudes and Action 
Leadership for change in international education must come from U. s. 
colleges and universities; it is they who have the major responsibility for defining 
educational needs. They must be committed, at the highest possible level, to 
incorporating study abroad as an essential tool in realizing their total mission. Such 
commitment and conviction must come from college and university presidents and 
senior officials, from their governing boards, and in some cases, from legislative 
bodies that help shape-and fund-policies. 
Many colleges and universities may need to make substantial adjustments in 
their procedures and priorities during the next ten years to make their commitment 
to international education explicit and tangible. The Advisory Council recommends 
that new institutional structures be put in place to ensure that support for such work 
has stability and continuity over time.- One means might be the explicit assignment 
of the responsibility to a high academic officer. 
Policies for faculty hiring, evaluation and reward can and should be adjusted 
to reflect recognition of the importance of international experience. Study abroad 
requires a structure of instructors, advisers, policy-makers and program leaders who 
are committed to the program. This is particularly urgent in business studies, 
education and the sciences. At present, professional academic advancement is 
clearly hindered at many institutions and in many fields by time spent abroad, 
particularly for pre-tenure instructors. Such institutional barriers will need to be 
modified. The goal should be a high level of internationalization of the faculty. 
An inventory of language teaching capabilities should be made by institutions 
aiming at increasing study abroad. More emphasis may be needed on spoken 
language training. Previously unoffered studies of the language, history and culture 
of areas and countries may become necessary to open new vistas of international 
exchange; consortial arrangements with other institutions for reciprocally sharing 
such capacity may be needed to ensure efficiency. 
New ways of teaching language may become appropriate: intensive summer 
programs, cooperation with other institutions, supervised independent study, 
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training in the host country, and the encouragement of language study at an earlier 
age are some of the possibilities. 
Quality and standards will require special attention when study abroad is 
expanded effectively. Systematic review and evaluation of overseas study programs 
should take place within American higher education institutions. The members of 
professional organizations such as CIEE and the National Association for Foreign 
Student Affairs (NAFSA) have considered and adopted detailed guidelines and 
standards for the internationalization of U.S. colleges and universities, and the 
management and evaluation of study abroad programs. A listing of these documents 
is included in Appendix I. The Advisory Council strongly recommends that they be 
used as guides to the institutional self-evaluation which is crucially necessary. 
Regional and professional accrediting organizations will need to act in conjunction 
with colleges and universities to consider international factors in evaluating 
professional standards-perhaps even including opportunities for international 
experience as a requirement. 
The internationalization of faculties and students will cause institutions to 
change curricula and attitudes about curricula. Institutional provisions for credits, 
grades, time and course requirements should be revamped to encourage foreign 
study or other overseas experiences such as internships. Institutions should 
encourage-or even require-all departments and schools within the university to 
include statements in their catalog on how study abroad can be incorporated into the 
course of study. Study abroad must be seen as a complement to, and an enrichment 
of, home campus offerings, rather than an exact substitution. The Council strongly 
believes that all this. is a prerequisite to achieving national educational goals. 
Faculty expertise, credit and admissions policies, curriculum and 
institutional goals for study abroad should all be reviewed for their impact on the 
recruitment and admission of foreign students for American campuses as well as for 
our students on foreign campuses. 
Academic systems, practices, resources and expectations vary widely around 
the world. As they move into new areas, program planners need to be especially 
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sensitive to local situations in order to take full advantage of unique opportunities, 
and at the same time, meet the needs of American students and institutions. 
The Advisory Council notes that longer periods abroad are more effective in 
educating Americans about other cultures, improving language competence and 
enhancing ability to function across international boundaries. A minimum of three 
months is suggested; semester programs can be very effective; full-year programs, 
especially when integrated into host universities; are best of all. 
The more that American students function as individuals adapting to their 
host countries, the more they will learn. For that reason the Council believes firmly 
that whenever possible students should be integrated into host universities rather 
than placed in free-standing programs for Americans. Even in an integrated 
situation it is desirable to build in learning components that provide personal 
immersion. If a free-standing program is necessary, it becomes even more essential 
to provide culture-learning opportunities such as homestays, internships or directed 
field studies. Specific standards for effective overseas programming can be found in 
some of the publications listed in Appendix I. 
Program structures, educational goals and appropriate student participants 
will vary broadly among institutions of higher education in the United States. There 
are many acceptable models for institutionally sponsored study abroad. The 
Advisory Council believes it would be counterproductive to recommend anyone set 
of criteria or institutional models to meet these differing goals and resources. 
Deliberate evaluation and further research must be carried out on study 
abroad, with regard to actual numbers and categories of students, where they go, 
what they do and how they do it, and the extent to which their programs meet the 
objectives of their institutions. 
Information about and advising for study abroad should be readily available. 
Administrative structures to facilitate the planning, execution, evaluation and 
crediting of institutionally sponsored and individually arranged programs are 
essential. In most cases study abroad offices should be part of the academic siqe of 
the institution. They are then more likely to function at the level of institutionql 
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credibility with administrators, instructors and academic advisers, which is essential 
to attract a larger and more varied student population and expand study beyond 
Europe. 
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How to Do It: Funding and Other Strategies 
What may be seen today as lack of funding for study abroad must not be 
allowed to impede the principal goals of international education: cross-cultural 
awareness, an internationally informed citizenry and a population of professionals 
well prepared for careers in fields of worldwide activity. National interests and 
academic policy clearly justify special funding for study abroad that contributes to 
those goals. Responsibility for aspects of study abroad must be shared among 
federal and state governments, private organizations, educational institutions, and 
students themselves. 
The policies of each body providing financial aid should ensure that financial 
aid for students at their home institutions will continue while they are participating 
in study abroad programs approved for credit by their institution. 
Special federal honor awards should be made available to encourage highly 
talented undergraduates with demonstrable leadership qualities to study abroad, with 
the size of awards to be based primarily on financial need. 
Special funding should be provided to encourage study in hitherto neglected 
geographical areas and to attract students in disciplines not now well represented in 
overseas study: science and technology, business and education. 
The states have a particular responsibility to recognize the long-term benefits 
of a citizenry with international competence. For their teachers, study abroad can 
provide new vitality in the classrooms, stimulating interest in and knowledge of the 
world beyond our boundaries. States should also recognize the economic 
advantages of a pool of potential employees better able to relate to their counterparts 
in other countries. 
Senior administrators of schools, colleges and universities must be the 
leaders in developing revenues for study abroad. It is they who are most likely to 
persuade trustees, legislatures, alumni, foundations and corporate donors that there 
is a critical national need to support this essential aspect of American education. 
Financial aid officers must be assured that federal and institutional grants can 
follow a student on a foreign study program. That will only be possible when 
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governmental guidelines are clear, consistent, and uniformly interpreted, and when 
senior institutional officers make it evident that institutional priorities include 
financing of study abroad for all qualified students. 
As part of their commitment to international education-and its foundation, 
study abroad for undergraduates-colleges and universities should be prepared to 
redirect internal funds in ways to make it possible. And they will also need, in 
some degree, to redirect their development efforts in ways that attract support from 
businesses that have an interest in 
future citizens and employees with a better sense of the world beyond our national 
boundaries. 
Institutions that cannot marshal adequate resources for study abroad may 
accomplish the goal by flexibility and willingness to join in cooperative 
arrangements with others. That may mean sharing a language instructor with a 
nearby college, arranging for intensive, perhaps summertime courses at another 
institution, or approving credit and continuing financial aid for overseas studies 
done through another institution, consortium or other approved organization. 
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Conclusion 
In conclusion, the Advisory Council recognizes that it has called for 
fundamental changes in American higher education. These changes will be the 
responsibility of colleges and univ~rsities across the country, of specialists in 
international education and their professional organizations, and of federal and state 
funding programs, accrediting associations, foundations, corporations and others in 
the private sector. 
All must recognize the need for increased and widespread knowledge of 
other countries as a matter of vital national interest. International awareness must 
be placed high on the list of institutional and national priorities. Internationaliz.ation 
of higher education including study abroad is no longer merely desirable; it is a 
necessity. We can no longer view the world with some detachment as an interesting 
and diverse place where we inevitably exercise political leadership. We must 
realize, and thus prepare for, our intense interdependence with other countries. 
Every day, great numbers of our citizens deal with problems and decisions arising 
from relationships with people in other parts of the world. Our standard of living, 
our security and our nation I s prestige are all at stake. We must better prepare 
ourselves to live in such a world. 
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APPENDIX II 
Students on Study Abroad Programs 
Percentages reported in lIE I S Open Doors and CIEE I S Profile of the U. S. Student 
Abroad 
Gender 
Male 
Female 
Field of Study 
All Liberal Arts 
Science 
Business 
Education 
Geographic Site* 
Europe 
Asia 
Latin America 
Other 
lIE CIEE 
36 
64 
63 
9 
11 
4 
80 
6 
7 
7 
31 
69 
56 
9 
17 
4 
85 
2 
2 
11 
*Neither study separated the developed Pacific Rim countries from the rest of Asia. 
It is also appropriate to state that the International Student Identity Card is more 
likely to be purchased by students going to Europe than to other parts of the world, 
and the CIEE results for Asia and Latin America need to be considered in that 
context. 
25 
551 
APPENDIX III 
Public Policy Agenda for International Education 
The Advisory Council has considered possible means by which legislative or 
other public policy action could enhance and expand international exchange and 
makes the following recommendations: 
Major Goals 
• Establish a National Foundation for International Education to maintain, 
coordinate and enhance a national program in the international education 
area. Detailed proposals for such a foundation have already been made. 
The Foundation would maintain major international exchange and domestic 
foreign language and international studies activities. It would include major 
new components dedicated to international business and developing nations 
studies. It would be under the congressional jurisdiction of both education 
and foreign affairs committees, and would have close administrative links 
with both the Department of Education and the U.S. Information Agency 
and/or the Department of State. 
• Provide Incentive Scholarships for Study in Pacific Rim and Developing 
Nations to encourage more U.S. students to study in a broader range of 
nations throughout the world. the program would both provide U.S. 
Government funds and allow foreign contributions in lieu of payment of 
uncollected debt to the U. S. Government. 
• Create a Federal/State International Exchange Partnership along the lines 
proposed by the Inter-American Scholarship Partnership Act (S. 852). 
However, the program should not be limited to exchanges with Central 
America and the Caribbean and should allow for study abroad grants for 
students of participating states as well as grants for foreign students to study 
in participating states. 
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• Set in Place Statutory Goals for Expansion of Major U.S. Government 
Exchange Programs along the lines of the Pell Amendment (Section 305 of 
PL 97-241). By fiscal year 1992 provisions would call for a doubling of 
funds for exchange programs from fiscal year 1988 levels. 
Additional Goals 
• Rescind Taxation of Scholarships and Fellowships to encourage more U.S. 
students and faculty to have international experience. 
• Enact Legislation Establishing International Business Education Centers on 
U.S. College and University Campuses as proposed in HR 1875, S. 841 and 
the omnibus trade bills (HR3, S. 490, S. 1420). The centers would, as 
proposed, offer internship programs abroad for students and faculty. 
• Provide Funds for New Intensive Summer Foreign Language Institutes 
authorized by the Higher Education Act Amendments of 1986 (PL 99-498). 
• Provide Unjustifiable Travel Controls Through Currency and Other 
Restrictions which inhibit Americans I freedom to travel and limit options for 
study abroad (as proposed by HR 1719). 
• Correct Substantial Administrative Problems Preventing Application of 
Federal Financial Aid to Study Abroad for thousands of students in U.S. 
colleges and universities. 
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INTRODUCTION 
The role of the United States as a leader among nations is changing rapidly. Despite our 
position of international leadership for almost fifty years, we are ill-prepared for the changes 
in business, manufacturing, diplomacy, science and technology that have come with an 
intensely interdependent world. Effectiveness in such a world requires a citizenry wh.ose 
knowledge is sufficiently international in scope to cope with global interdependence.(1) 
Task Force Purpose and Focus 
At the very moment when dramatic changes in the world cause our nation to re-evaluate priorities and 
to search for policies and alignments which will serve our people in the new century, our position of 
international leadership among nations is rapidly shifting. The extraordinary events of 1989 rank as 
markers of human history comparable to those of 1848, 1914 and 1945. Without warning, the 
comfortable dimensions of the present convulsed and the world transformed itself in unimagined 
ways. Many of the goals of more than forty years of American foreign policy were realized in a 
matter of months. The United States, the Soviet Union, Europe, indeed the entire world, grapple 
with fundamental role changes as we all enter this new period in history, one that is full of possibility 
and hope. 
Yet, in the United States, Optimism about this new world is tempered by anxiety created not only by 
uncertainty about events still to unfold but also by our ability to rise to these new challenges. There 
is abundant evidence that our citizens are not well prepared for the international realities ahead. By 
any measure, whether it be comparisons of foreign language proficiency, tests of geographic literacy, 
or availability of specialists to advise government or business regarding Eastern Europe or other 
distant but important parts of the world, the level of international knowledge and understanding in our 
country is wanting. In comparison with others, we as a people are poorly educated to deal with the 
political, economic and social issues which we will face in a new global era that will not measure 
strength primarily in terms of military preparedness. . 
In fact, for the past several years, there has been growing acknowledgement that education must 
provide more international content and lead to greater sensitivity and understanding. For 
undergraduates at our universities and colleges, a serious educational experience in another country 
brings cross-cultural understanding and international learning not achievable through almost any 
(l)Advisory Council for International Educational Exchange, Educating for Global 
Competence, p.l 
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other approach. Opportunities for such experience abroad are still confined to a small fraction of 
American undergraduates, mainly upper middle class, and still focus predominantly on Western 
Europe and on study of the humanities and social sciences. Study abroad opportunities largely neglect 
the rest of the world and internationally important professional fields. At a time when American 
citizens and professionals in most fields require much more international knowledge, the narrow 
scope of undergraduate education abroad constitutes a grave neglect of extremely important needs and 
limits opportunities to a select few. 
It was to address this situation that the National Association for Foreign Student Affairs (NAFSA) 
invited the Council on International Educational Exchange (CIEE), and the Institute of International 
Education (lIE) to join it in forming the National Task Force on Undergraduate Education Abroad. 
The Task Force was established in June 1989 and adopted the following mandate: 
• To make undergraduate study and other academically related experiences abroad a higher 
national priority, with particular reference to such speciflc needs as increasing fmancial 
support, greater diversity of opportunity and program participation, and the assurance of 
program quality. 
• To initiate and introduce language in existing legislation that will facilitate and expand 
undergraduate study abroad, develop new legislation at the state and federal levels, and 
explore and support non-legislative/governmental avenues of funding. 
• To develop an action agenda for the exchange field and the broader higher education 
community and involve these constituencies in the advocacy and implementation of the Task 
Force's recommendation. 
Crucial to the work of the Task Force were the accomplishments of the "Bartlett Committee," a 
nationally distinguished group appointed by CIEE and named for its chair, Thomas A. Bartlett, to 
review and make recommendations on future priorities for study abroad. We, the members of the 
Task Force, fully support the priorities set forth by that committee in its 1988 report, Educating for 
Global Competence, and have defmed as our own agenda advocating and facilitating their 
implementation. Chief among them are: a major expansion of undergraduate education abroad, 
greatly increased access for minority and other under-represented students, and correction of the 
grossly disproportionate involvement of Western European program sites compared to all the rest of 
the world. 
Although the Task Force (2) expect to function actively for only a year, making undergraduate 
education abroad a higher national priority will require the ongoing support of many. Crucial to this 
effort will be the follow-up activities of the sponsoring organizations: CIEE, lIE, and NAFSA as 
well as others involved in the process. If such efforts are catalyzed by the Task Force and some 
progress achieved before its work is done, the substantial commitment of our sponsors will have been 
well justified. 
The establishment of the National Task Force reflects and should strengthen the mounting awareness 
that study abroad is one of the most effective means to achieve international education for 
undergraduates and the internationalization of colleges and universities. Although in the past 
undergraduate study abroad may have in some instances been deficient in academic substance and 
(2)The Task Force members are listed in Appendix A. Contributing to our work have been five 
"resource persons" plus the representatives of organizations and associations invited to serve in a 
"sounding board" capacity--see Appendix B. 
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lacked institutional and national support, its importance is now beginning to be more widely 
recognized in the United States. Some recent events and trends reenforce this development. 
In reaching its conclusions the Task Force benefitted and drew on a large number of recent studies 
and reports which have targeted the need to strengthen international education and exchange. Our 
primary inspiration came from the earlier mentioned CIEE report, Educating for Global Competence. 
The more significant recent studies and reports which represent the mounting awareness of the value 
of an international educational experience are listed in the reference section. 
One of these studies, however, should be mentioned here because of its findings on the results of 
study abroad. A five-county, five-year study(3), for which the U.S. report will be published in 
summer 1990, compellingly documents the major impacts of study abroad in terms of students' 
international learning, interests, and career aims: the U.S. students substantially increased foreign 
language proficiency; after their sojourn abroad their knowledge of their host country increased 
dramatically, as did their interest in and knowledge of international affairs; a majority of the 
American study abroad returnees planned on careers that would benefit from the knowledge and 
perspectives gained from their period abroad. 
An additional and important point of further reference for the Task Force was its understanding of the 
impressive educational goals of ERASMUS(4), the European Community program aimed at ensuring 
that by 1992, ten percent of EC university students can afford and will h ave a significant study 
abroad experience in another EC country. ERASMUS will prepare European students not only for 
the professional, commercial, technical, linguistic, academic, and diplomatic needs of a united 
Europe, but also for performing effectively in the world market of ideas and trade. According to the 
most recent data available(5), hardly two percent of American undergraduates study abroad for 
academic credit, a percentage far below the J;!,RASMUS goal of ten percent by 1992. In the view of 
the Task Force, American higher education must also vigorously meet this latter challenge. 
The Task Force Focus. While focussing on the undergraduate level, the Task Force explicitly 
recognizes the importance of opportunities for study and other experiences abroad at all levels of 
American education, from secondary school to graduate school and post graduate research; for 
students, teachers, and scholars. But we believe that it 'is the internationalization of the undergraduate 
experience which can have the greatest impact on American society in terms of life long interests and 
values. Moreover, while the main emphasis of this report concerns formal study abroad 
programming organized and overseen by colleges and universities or by consortia of higher education 
institutions, the Task Force is convinced that international work or service experiences, as well as 
other forms of immersion in the daily life of a foreign culture, can contribute greatly to a student's 
formal academic and/or pre-professional education and understanding of the world, even if this 
educational gain is not measured in terms of academic credit 
(3)Carlson, Burn, Useem, Yachimowicz, Study Abroad: The Experience of American 
Undergraduates 
(4)European Regional Action Scheme for the Mobility of University Students 
(5)M. Zikopoulos, ed., Open Doors 1988-89: Report on International Educational Exchange 
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Summary of Recommendations 
The work of the Task Force has resulted in five major recommendations. Each recommendation is 
treated in more detail in one of the following five chapters, and they are presented here in summary 
form. Taken together, they will greatly enhance the contribution of overseas study abroad programs 
to the internationalization of the higher education experience of undergraduates. 
Expansion of Education Abroad. By the year 2000, ten percent of American college and university 
students should have a significant educational experience during their undergraduate years. 
Achieving this will require substantial growth in the number and type of opportunities provided and a 
more pervasive integration of education abroad into institutional strategies aimed at strengthening the 
international dimension in U.S. higher education. 
Increased Diversity. As numbers and opportunities are expanded we urge that greater diversity be a 
major goal for all aspects of education abroad: greater diversity in participating students, in foreign 
locations, and in types of programs. 
Circular Connections. The study abroad experience must be integrated into regular degree programs 
in many different fields including professional schools. In some fields, study abroad should become a 
requirement, for example, for future foreign language teachers in elementary and secondary schools. 
Major Inhibitors. A variety of factors inhibit expansion of numbers and diversity in undergraduate 
education abroad. Some are historical; others are tied to negative perceptions. We urge that all be 
vigorously addressed. They include: 
• Insufficient institutional commitment. to international education. 
• Negative views of some faculty members. 
• Restrictive curricular requirements. 
• Foreign Language deficiencies. 
• Inadequate study abroad support services on campus and abroad. 
• Inadequate information about education abroad opportunities and their relative quality. 
• Financial regulations and shortfalls. 
Financial Options. While lack of money is not always the main obstacle to program development or 
student participation, expanded funding from both private and public sources will be essential if the 
academic community is to diversify the types of institutions, students, and experiences involved in 
study abroad in the years ahead. 
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CHAPTER I 
Expansion of Education Abroad 
In order to enhance the impact of study abroad on the internationalization of U.S. colleges and 
universities, the goals set forth in Educating for Global Competence must be implemented. Chief 
among them is: participation in study abroad by ten percent of all undergraduates by 1995, and, for 
the longer term, twenty to twenty-five percent by the year 2008, two decades after the CIEE 
committee completed its report. The rationale for these goals merits repeating: 
"It is absolutely essential that college students cultivate an informed and sensitive awareness 
of those parts of the world in which more than half the global population lives ... 
. .. The intensely interdependent nature of the world community and the challenges to 
American competitiveness mean that we need to increase the competence of students in their 
knowledge of other countries and their abilities with foreign languages." 
An educational experience in a foreign setting certainly contributes significantly to this increased 
knowledge and competency, and yet, according to lIE figures, the number of students receiving credit 
for studying abroad in 1987-88 was only 62,341. Although this figure omits data from some non-
responding institutions, it nevertheless documents that only a tiny fraction of America's more than 
12.5 million college and university students have a study abroad experience. 
The expansion of education abroad is urgent for the following reasons: 
• The impact of study abroad is far greater if substantial numbers of students rather than the 
occasional few participate. Only then does the experience produce important multiplier 
effects on home campus curricula and teaching and on students' academic and personal goals 
and achievements. 
• Americans must, like their European and Japanese student counterparts, learn to function 
professionally across national boundaries. The United States cannot afford to lag in 
preparing future professionals for the internationally involved careers that await them. 
The National Task Force strongly urges American colleges and universities to integrate study abroad 
into their institutional strategies for strengthening not only international education but also the quality 
of their overall academic programs. Study and other educational experiences abroad, as part of the 
internationalization of undergraduates programs, should playa much more central role in what 
colleges and universities are all about: in their missions and goals, in their institutional structures and 
policies, in their educational programming and planning, and in their allocations of staff and other 
resources. 
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CHAPTER II 
Increasing Diversity 
Ensuring that at least ten percent of U.S. students have an educational experience abroad requires 
more than mere linear increases in what now exists. Recruiting more undergraduates must involve a 
wider spectrum of students studying in a wide range of geographic destinations and new and different 
program models. 
Geographic Locations. The overwhelming dominance of Western Europe in U.S. study abroad 
programming, while historically understandable, is no longer compatible with the nation's needs in 
international education. To function as citizens and professionals in a shrinking world, American 
students should learn about all of it, not just the Anglo-European countries. At the same time it must 
be recognized that study abroad in many countries and regions outside of Western Europe can present 
American students with a variety of difficult challenges: unfamiliarity with the host country's culture 
and language/s; enormous competition among host country students a limited number of places in 
higher education; major differences in accommodations, student services; different approaches to 
teaching and learning; smaller library and fewer academic facilities; and unfamiliar student social 
interaction. These kinds of differences make it especially important to revise program models for 
study abroad and to develop new ones, especially for Third World country sites. 
The National Task Force urges as a short-term target that undergraduate study outside of Western 
Europe be expanded to at least one-third of all study abroad students. At present more American 
undergraduates study in the United Kingdom alone than the total of all in Asia, Africa, the Middle 
East and Latin America. To reach this new goal, these major world regions must see a doubling of 
American undergraduates pursuing education.abroad. 
Minority Student Participation. Efforts to expand the number of undergraduates who study abroad 
must address the lack of diversity among them. Traditionally American study abroad students have 
come from affluent, middle or upper class, white, professional families rather than from the broad 
spectrum of American society. Even though minority enrollments in American colleges and 
universities have increased overall by eight percent in 1984-86, and in 1986 represented ten percent 
of all four-year college students, minority participation in study abroad has increased little, 
representing only a tiny fraction of all undergraduate study abroad students. 
Because as stated in Educating for Global Competence, "it is clearly in the national interest to have 
internationally skilled students from the widest possible range of backgrounds," recruiting the under-
represented minorities, especially Blacks and Hispanics, to study abroad calls for special measures, 
not least of which may be special funding. 
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CHAPTERll 
Developing Program Approaches 
Forging Curricular Connections. The existence of few or no connections between home campus 
curricula and what students study abroad is an important deterrent to study abroad for American 
students.(6) Students that do not study abroad give as reasons their perception that it did not fit with 
or was not required by their major, might prolong their degree period, and was not encouraged Or 
was even explicitly discouraged by their faculty advisers. 
Study abroad can enroll substantially more undergraduates only if it is clear that their studies abroad 
will both earn them academic credit and will be treated as an integral part of their degree program 
and an asset to it. In particular, a study abroad period should be treated as part of, rather than apart 
from, their studies for their major. It is ironic that in the United States where the academic credit 
system facilitates the recognition of studies done elsewhere, students in many disciplines fmd this 
difficult or impossible with respect to requirements for their major. In Western Europe, even with 
only an incipient system of academic credit, ERASMUS enables many EC students who study in 
another EC country to have their work treated as an integral part of their home campus degree. 
In order to strengthen study abroad's connections with home campus curricula, the following steps 
are needed: 
• Students should have greater access to information on study abroad opportunities, including 
specific courses, in order to plan their study abroad far enough in advance so that it can be 
incorporated into and not extend their degree period. 
• American faculty members and undergraduate advisers should have sufficient information on 
courses their students wish to take abroad to counsel them on courses that will count towards 
the degree and to encourage them to study abroad. 
• To integrate study abroad more closely into home campus curricula and reduce the sense of 
alienation many returnees experience on returning to campus, faculty should attempt to build 
on students' international learning, developing or modifying courses in which such students 
tend to enroll. 
• Colleges and universities should encourage an academically related experience abroad as an 
option in all degree programs. 
Subjects Throughout the Curriculum. If more students are to have educational experiences abroad, 
program opportunities must become much more varied in subject or discipline foclis. Rather than 
being primarily in humanities and social sciences fields, education abroad opportunities must be 
targeted across disciplines. Obvious fields are public health, education (including practice teaching 
abroad), architecture, environmental studies, and hotel and travel administration, but business and 
(6)Carlson, ~t. al., Study Abroad: The Experience of American Undergraduates 
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engineering, because of their large enrollments and the rapid internationalization of careers in these 
fields, must also be priorities. 
Major constraints to including study abroad in such fields as engineering and business are the tight 
curricular requirements, including sequencing, which leave little flexibility for students. The Task 
Force believes, however, that early and careful planning should, given faculty encouragement, enable 
more of these students to study abroad. The fact that some professional schools in the United States 
not only make it possible but encourage their majors to study abroad suggests that this is indeed a 
realistic goal. 
New Models. In expanding study abroad to encompass ten percent of all undergraduates and 
diversify both participants and destinations, merely replicating and mUltiplying current program 
models is unrealistic and inappropriate. For students who are older, of minority background, 
employed (46.5 percent of full-time students under 25 years are employed at least part-time), are 
disabled, or have limited funds, study abroad often is not perceived to be an option. The needs of 
such students are mostly ignored by the more typical study abroad models and structures. The Task 
Force cannot prescribe the new models for greatly expanded and diversified education abroad. These 
must be developed pragmatically by individual institutions, consortia, or other appropriate 
organizations. However, features to consider include more short-term stays, flexible language 
requirements, "no-fee swapping" of students between U.S. and foreign institutions, and built-in 
student work or serve components that reduce costs. 
An important model for diversifying education abroad is work experience in another country which 
puts students in close contact with the local people and culture. Undergraduate student interest in 
work experiences abroad is increasing rapidly and certainly at a faster rate than study abroad program 
participation. Nevertheless, little interest in s,upport for these students has been shown by mucb of 
the international education and academic communities, who confme their attention to academic 
programs and may wrongly dismiss experiential learning as of little educational value. Internships, 
various types of cooperative education arrangements, voluntary service and independent 
study/research projects are among approaches which could either generate academic credit or be 
academically or professionally relevant to degree programs at the home institution. 
For students preferring to work abroad rather than pursue formal courses, whether for reasons of 
fmance or other motivation, the many opportunities now available, for example through CIEE and the 
various other organizations which facilitate work abroad, should be brought to students' attention, and 
be further expanded. Other possible models would be service in an undergraduate Peace Corps, 
working as undergraduate teaching assistants in schools or colleges abroad, or participating in 
workcamps and other kinds of volunteer activities. 
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CHAPTER IV 
Attacking Major Inhibitors 
The Task Force identified seven factors which stand in the way of expansion of and improved quality 
in undergraduate study abroad. While there is some overlap among them, each impediment is 
sufficiently separate from the others to call for a different treatment and strategy, either at the 
institutional level or more broadly. They must be addressed. 
First, the lack of institutional commitment to a strong international dimension in undergraduate 
education is a serious impediment at some colleges and universities. Without such a commitment--
that is, a determination to adjust and tune undergraduate learning to the multi-cultural and global 
realities of the decade ahead--there will be little institutional encouragement for students to study 
abroad and for faculty members to organize new programs. 
National associations and organizations are helping to build commitment, reinforced by an impressive 
array of national commission pronouncements, state governors' recommendations and the general 
search for excellence in education. Many institutions, in spite of strained financial circumstan~es, are 
studying their international educational needs, often in the context of a review of the core 
undergraduate curriculum. 
Substantial momentum now exists toward attaining a greater international dimension in higher 
education. For example, a recent national initiative, the Coalition for the Advancement of Foreign 
Languages and International Studies (CAFLIS) consists of 160 regional and national organizations, 
both large and small, seeking to improve international education and enhance the nation's competence 
to deal with global issues. Yet, there are still,some colleges and universities which nave not 
embraced such commitments and others which have done so superficially. The Task force 
encourages the faculty and students at these institutions to push hard for a more vigorous international 
commitment, one which includes undergraduate study abroad as a means to accomplish curricular and 
educational ends. 
The strategy will vary among colleges and universities, faculties, departments, and disciplines. The 
authors of a report which canvassed a cross-section of institutions in four selected states note the 
following: 
We were struck repeatedly by the importance of a charismatic leader in galvanizing a 
campus to focus on and undertake study abroad. Usually the key person is the president, but 
it also may be a provost, dean, state governor, system chancellor, or even some dynamic 
senior faculty member. Enormous resources are not required to make study abroad work; 
what are usually lacking where such a program does not exist are vision, a' sense of 
commitment, and a clarion call to action.(7) 
We urge persistence on the part of those who are already committed, but whose institution may be 
laggard. Persistence, enlisting internal and external allies, pushing for creation of a review 
committee and strategic planning to take advantage of opportunities and normal information flow are 
(7)Goodwin and Nacht, Abroad and Beyond: Patterns in American Overseas Education,p.60. 
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all important. These endeavors must be taken with a thorough knowledge of and sensitivity to the 
institution's governance structure. 
Even with general institutional commitment, attitudes of individual faculty and those prevailing in 
some departments can be a problem, sometimes even a severe obstacle to forming new progrqms or 
encouraging student participation. The explanation for lack of faculty support includes such 
inglorious reasons as inertia and the egocentric "what's in it for me." Less crass but equally 
parochial--and more prevalent--is the attitude among some faculty, even those who ought to be among 
the strongest proponents of study abroad, that study abroad deprives them of their best students, 
actually taking students out of their classrooms and reducing their full time equivalent statistics. But, 
by far the most frequent cause of lack of faculty interest in or opposition to study programs is that 
they are not perceived to be relevant to or supportive of what faculty do. Faculty often do not 
recognize the academic legitimacy of the students' activities abroad. In support of their position, 
faculty members cite student reports selectively, for example, those asserting that students' 
experience abroad was not as rigorous academically as their experience on the campus. 
One approach to winning the support of faculty is to design study abroad programs with particular 
faculty in mind and to begin to plan new programs with them. For example, professional school 
faculty who typically are suspicious of study abroad opportunities Because they perceive them as 
detracting from pre-professional training should be asked to identify the off-campus experience that 
might enhance the preparation of students in his or her field. Responses that point toward greater 
knowledge of Japanese culture or business practices, or the implications of the European Community 
in 1992 for U.S. society should become the starting point for planning a new course or a program in 
Japan or Europ~. Faculty should participate in program planning, course design, and site selection, 
and then help fit the program into the curriculum and form part of an advisory committee to the 
program. Faculty can be similarly involved jn programs calling for direct enrollment in foreign 
institutions or the design of appropriate internships. Quite naturally they will become advocates for 
such study abroad experiences in their classrooms and potential future resident directors, as well as 
academic advisers to students returning from abroad. Most important, they will become the 
legitimizers of the program on campus to their more parochial colleagues, to hesitant administrators 
and to doubting parents. 
A more interesting challenge and one that requires more imagination is to involve the faculty who 
teach international subjects but who have not traditionally been associated with study abroad 
programs, for example, a professor of international relations or security studies. Again, the key is to 
begin with the faculty member's professional interests and concerns. The result might be a program 
designed around a theme--Le., the European Economic Community, NATO, international security in 
a world of declining great power competition--at a site identified by the professor where colleagues 
are doing quality work on the subject and where broad opportunities may exist for students' exposure 
to key officials and participants. In short, faculty members must become convinCe" that some learning 
of their subject matter may well take place in a foreign setting. Not all will become convinced; nor 
should they, since much subject matter is indeed better taught at home. But getting them involved at 
a formative stage is an important step. 
Curricular issues in various forms comprise a third inhibitor, and were addressed in the preceding 
chapter. 
A four inhibiting factor, closely related to curricular issues, is the national problem of language 
deficiencies. Study abroad is an important tool for attacking this serious national deficiency. New 
program development in other than English, Spanish or French speaking locations is not always easy 
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but should be undertaken. This is especially true because the overseas study program has tended to 
be viewed from a traditional liberal arts viewpoint, Le., overseas study as the domain and mainly 
serving the needs of Euro-centered language, literature and arts majors. Creative thinking and 
planning will result in broader curricular focus for study abroad and include a language and culture 
component. 
The point is that higher education must break out of its inhibiting mold. The benefits of study abroad 
to other fields and situations must be seen; for example, programs in China can provide excellent 
learning situations for English-speaking American undergraduate students even if their introduction to 
the Chinese language is modest. There is much to be learned in China from English-speaking 
Chinese lecturers and English texts about Chinese subjects, and through an accompanying U.S. 
faculty member. The same is true in Japan, the Middle East and the USSR. There are also many 
sites outside Europe where French and Spanish language can profitably be explored in other cultural 
contexts, specifically those of Africa and Latin America. In general, much more can be done to 
structure programs which are not so dependent on language skills and the needs of language and 
literature programs. Faculty in architecture, history, business, government, social work, engineering 
and many other fields can develop sound programs for students who do not speak the local language. 
In fact, properly structured, an experience can serve to introduce students to language study. 
At some universities, mainly those with little tradition of encouraging study abroad, there is a serious 
deficiency of support services to facilitate recruitment and flow of students. The Task Force 
considers this to be the fifth substantial inhibitor of faculty and student initiative. This deficiency may 
also extend beyond the U.S. campus to the situation abroad where facilities may be weak and support 
service minimal. 
There should be an office available on campus to assist, advise, and encourage both faculty and 
students. Professional study abroad personnel should be included in any initiatives to strengthen 
involvement in study abroad. Such an office can provide the leadership, working with departments, 
to expand and diversify undergraduate study abroad. The study abroad professional can assure full 
consideration of options and encourage adequate coverage of language and culture studies in new 
programs. The absence of such a unit, and the resultant lack of attention to professional and support 
services, slows down growth of quality programs locally and participation of students in externally 
sponsored programs. 
Even with adequate support services on campus, weak support arrangements in some areas abroad 
prevent expansion of program sites. This is particularly true in Third World locations where suitable 
living facilities may be in very short supply, where health problems may exist or personal security 
may be a concern. Obviously, there are locations which are still inaccessible to U.~. undergraduate 
students and may be so for some years to come. But there are many which are suitable and can 
become available through proper planning, cooperation among U.S. institutions and organizations and 
with colleagues in the foreign setting. 
In some cases, reciprocity--such as interinstitutional exchanges of students--is the key. While in 
others, the presence of U.S. students and faculty will be seen as especially welcome. A combination 
of initiative and persistence will overcome the problems in many locations abroad. In some cases 
new investment in facilities may be needed; in others, elaboration of potential benefits in both 
directions and patient negotiation will be sufficient. If study abroad locations are to be diversified, 
such patience combined with healthy persistence will certainly be needed. Consortia and networking 
schemes are part of the solution to this inhibitor, and ways must be found to put them in place. 
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Lack of accurate and adequate information about the opportunities and realities of undergraduate 
study abroad opportunities can serve as another significant inhibitor. There is so much incomplete or 
misleading information available that those concerned with providing a good flow of accurate 
information on all aspects of undergraduate education abroad must be particularly alert and active. 
Unfortunately, there are some programs in existence which deserve criticism; but these are the great 
exception. They are easily offset by examples of learning experiences abroad which surpass the 
experience of those who study only on campus. Frequently, the value of study abroad can be seen 
both in the academic learning that takes place, and also in an enhanced self-confidence and sense of 
personal direction which serves the individual student better than, perhaps, any other single 
undergraduate experience. 
Lack of timely, accurate information can affect the judgment of faculty at the departmental level as 
well as that of those in the administration of the university. Therefore, both must be targets of any 
information campaign. The best instigators of such campaigns are those on campus who are 
committed to the expansion of the international dimension, and particularly, overseas study abroad 
opportunities. Their allies are the similarly committed, national organizations armed with data.(8) 
The study abroad support unit on campus should be the main force in spreading the good word about 
opportunities available. If no such office exists, it remains to others who are committed within the 
faculty or the administration and in national organizations to be sure that program information is 
widely available and that the distortions of the past are corrected. 
Another target of accurate information flow must certainly be the "consumer"--the undergraduate 
student. Undergraduate study abroad is serious academic business and it must be portrayed that way, 
not as an academic holiday. Furthermore, the student who seeks information about opportunities 
offered by national consortia or by other universities, should have ready and adequate information. A 
support services office on campus should be the source for such information. 
It is also important that parents as well as students, understand the plus and minus factors related to 
any specific program of study abroad. There are certain costs, but there are certainly overwhelming 
benefits in most such study situations, and these must be communicated effectively to families and 
supporting individuals. Outreach beyond the confines of the institution is essential. The insecurity 
caused by reports of terrorist activity, or a sense of hostility toward Americans abroad, can be easily 
overstated and parents can draw the wrong conclusion from newspaper headlines. Those concerned 
about accurate portrayal of the foreign situation must certainly be alert to problems, but also find 
ways to counter them with timely and realistic appraisals. 
The seventh inhibitor is the shortage of funds for exploring and establishing new programs and for 
supporting some students. The chapter which follows deals directly with available options and 
recommends actions. 
(8)"Study, Work and Travel Abroad"; A Bibliography 
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CHAPTER V 
Addressing Financial Options 
The problems offmance should be considered from several perspectives and levels. 
Institutional Issues. Fortunately, most colleges and universities allow their students who participate in 
study abroad programs organized by their home campus to receive financial aid. However, it is still 
common to find institutions which do not allow financial aid for programs sponsored by other 
institutions, to fmd private institutions where students cannot use institutional aid for study away from 
the home campus, or to fmd that only some kinds of federal aid are allowed for support of study 
abroad. 
These situations clearly deter undergraduates from study abroad. Colleges and universities th~t are 
fully committed to undergraduate education abroad will take action to ensure that their study aproad 
students are entitled to and receive at least the same level of fmancial support abroad--federal, states 
or private--as at the home campus (institutional commitment is also reflected in the faculty reward 
system and in support services and program funding relating to study abroad). 
We applaud the approach of the University of California system and some other institutions which 
assume that just as costs for study at UC are supported by the university, so should they be wilen U 
students study abroad. Furthermore, the U system funds much of the cost of hosting "reciprocity 
students" from partner institutions abroad in order to assure U student access to classrooms abroad. 
This U approach contrasts with that of other institutions which expect study abroad to be self-funded 
by students or even revenue-generating for the U.S. institutions. W here the latter viewpoint 
prevails, it is a painful indicator of the low p~iority accorded to study abroad. If study abroad is to 
gain more priority, colleges and universities ideally should invest ~stitutiona1 resources in the 
activity. 
The wide range of fmancial models suggests that where there is a will, there is a way. (9) 
The task may be more difficult at low tuition public universities in contrast with higher tuition 
institutions. But if study abroad ranks as a high enough priority, no institution for financial reasons 
should have to deny its undergraduate students an opportunity to study abroad for credit either in a 
university-managed program, or through a well-planned and managed consortium program, or 
independently. Any institution can design affordable programs, assure that support services are 
sufficient, that exploratory funding is available, and that student aid funds are usable if needed. 
Government Support at State and National Levels. State and federal support for undergraduate study 
abroad has been limited and, when available, over-regulated. At the federal level there are several 
issues. Statutory and regulatory limits prevent students who study abroad from rec"eiving aid without 
major delays, bureaucratic obstacles, or other disincentives. Federal aid does not normally take into 
account that study abroad may involve extra costs compared to study at the home campus, just as 
laboratory studies for the science student may require extra expenditures. Even though it is in the 
national interest that study abroad involve more diverse students and sites abroad, almost no public 
funding now is targeted to that need. 
(9)Cooper, Cressey, Stubbs, eds., Financial Aid for Study Abroad: A Manual for Advisors and 
Administrators 
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In light of these and related circumstances, the Task Force recommends a careful review and 
modification of regulations, specifically: 
• Existing statutory and regulatory limits which discourage or prevent undergraduate study 
abroad should be revised to facilitate undergraduate education in other countries and reflect 
sensitivity to the special needs of students participating in it; . 
• Federal law and regulations relating to student fmancial aid should ensure that the extra costs 
of study abroad, when applicable, are taken into account in determining students' awards; 
• Federal eligibility requirements should be revised to allow more aid to study abroad students 
because most cannot work while studying abroad; 
• Federal appropriations to institutions which do not allow students to use the aid for which 
they are eligible for study abroad should be restricted or made conditional on the institution's 
assuring the availability of this aid. 
Moving beyond federally-funded financial aid regulations, at the federal level, the National Task 
Force has reviewed existing legislation and programs which involve or are pertinent to undergraduate 
education abroad in order to identify what might best advance the field. As part of this we were 
concerned whether at a time of budget deficits nationally, we should focus on including a larger or 
new undergraduate study abroad dimension within existing programs, or advocate new federal 
legislation and funding in support of this field. The Task Force decided to do both, as is set forth 
below. 
• The Fulbright Student Program, alm.ost entirely graduate, should be expanded to provide a 
few highly targeted awards for undergraduate study abroad, with priority to diversifying 
student participation, non-western destinations, and under-represented disciplines. Another 
important target group are graduating seniors, for whom Fulbright awards can serve to 
attract and facilitate a talented and more diverse study abroad pool. 
• The International Student Exchange Program (ISEP) which provides an excellent study 
abroad model offering cost-effectiveness, reciprocity, and diversity, should be continued and 
expanded, especially in the developing, non-Western World. 
• The Group Projects abroad program of the U.S. Department of Education which encourages 
international and foreign language education for current and future teachers and emphasizes 
sites outside of Western Europe should encourage the inclusion of undergraduates as 
program participants, especially the under-represented minorities. 
• There are a number of provisions of the Higher Education Act, Title VI, which deserve 
attention, especially in the months leading up to its re-authorization in 1991. These are: (1) 
The Foreign Language and Area Studies (FLAS) Fellowship Program under the Department 
of Education (Title VI) should give more opportunities to undergraduates for study abroad, 
especially for study of "critical" languages and in non-Western countries (though allowable 
under the program, very few awards have been made for undergraduate study abroad); (2) 
Title VI, Section 604, the Undergraduate International Studies and Foreign Language 
Program, should be revised to authorize support for study abroad, especially that which is 
closely related to on-campus foreign language and international studies curricula funded 
under this program; (3) Title VI, Section 605, authorized but not yet funded, in granting 
funds to higher education institutions for intensive summer language 
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courses should include among eligible participants advanced foreign language students as 
well as teachers; and (4) Title VI, Sections 612 and 6l3, of the Higher Education Act, in 
encouraging more internationalization in business studies and programs should give strong 
encouragement to internships abroad for undergraduates in business/foreign language fields. 
• PL 480 legislation, which authorizes a percent of sales of American commodities abroad and 
paid for in local currency to be used towards the costs of U.S. programs abroad, should 
make support of undergraduate study abroad a priority. 
• A variety of federally-funded programs, mostly administered by the U.S. Information 
Agency to support undergraduate education abroad, such as the Youth Exchange Initiative, 
the Bundestag Program with the Federal Republic of Germany, the Samantha Smith 
Program, etc., should be reassessed in order to ensure adequate participation by minority 
and other under-represented students. 
• The University AffIliation Program of USIA should include, as a consideration in funding 
applications, the U.S. university's intention to make study abroad or student exchange an 
element in the inter-institutional relationship. 
In addition to the above measures, the Task Force views as essential and urgent a new federal 
initiative to implement the objectives described above, including: 
• Providing a substitute or work study option for income earned while working in the United 
States (at present, students rarely can be approved for work abroad while studying); 
• Supporting non-traditional, minority. and other under-represented students to study abroad, 
and among them students aspiring to programs focused in the third world/developing 
countries. 
The Coalition for Advancement of Foreign Language and International Studies (CAFLIS) has issued 
its Action Plan which calls for expanded study abroad and urges creation of a new entity to help 
orchestrate and support major improvements in international education over the next decade. As this 
new national initiative takes shape and funding becomes available, we urge attention to study abroad 
needs. 
Corporate Role. Prompted by concerns for international competence, developments such as Europe 
1992, and the accelerating internationalization of business and industry, the interest of U. S. 
corporations in promoting greater awareness among their staff of the cultures, languages, and ways of 
doing business of other countries has sharply increased in recent years. Even though the subsidiaries 
of many U.S.-based firms hire host country nationals as local managers, more and 'more U.S. 
corporations are acknowledging needs for internationally train~d recruits.(lO) 
In seeking more support for undergraduate study abroad, colleges and universities should take the 
above trends and concerns into account and seek more assistance from the private sector. This should 
apply especially for programs which enable business students to become competent in other languages 
and knowledgeable about other cultures. Such assistance might take the form of financial 
contributions by U.S. firms to such programs or providing funded internships or other practical 
experience opportunities with their operations abroad. Such assistance should also be sought for 
(lO)Kobin, ed., "International Cooperation in Business Education," pps. 4-5 
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programs abroad for engineering undergraduates because of the rapid internationalization of this field. 
Third World Debt. The huge debts which some countries now owe to banks in the United States and 
other developed countries must be considered a possible source of funding for new overseas study 
programs. The "debt-for-development" or "debt-for-environment" programs which have been 
studied, planned, and in a few cases, actually launched, suggest to those of us concerned with 
building new study programs in diverse areas that a "debt-for-study" theme would also be 
appropriate. In fact, the U. S. Department of Commerce issued a report on just such a possibility as 
part of the Department's desire to increase U.S. competitiveness, in this case through educating 
American students in a foreign setting. (11) 
-(11)"Improving U.S. Competitiveness: Swapping Debt for Education." 
These large debts are found in countries which offer great potential for diverse new educational. 
programs--for example Brazil, Mexico, Argentina, and some countries of Africa. The existence of 
these multi-billion dollar funds are a real problem but they also pose a challenge. Can we find a way 
to use them for educational purposes, namely the establishment of new opportunities for U.S. students 
to study in these countries? And can such programs offer some benefit to other concerned parties as 
well? We believe that if properly designed they offer such possibilities and are clearly worth the 
effort. 
At this time, most transfers of debt to serve development, environment or educational purposes are 
not being offered as gifts. the debt funds must be negotiated and purchased, presumably at a greatly 
discounted rate. The currency must be used in the country of origin, not converted to U.S. or other 
hard currency. But that is precisely where stpdy abroad programs encounter most operating 
expenses, i.e., in the foreign setting, so the restriction should be manageable. 
Since students pay hard currency for undergraduate study, they provide a source of funds to buy 
discounted debt currency. Their payments make it feasible to use debt funds to underpin study abroad 
programs. Of course, an outright gift of such funds to create an endowment fund locally would be 
better, but is probably unrealistic at the present time. Use of purchased debt funds could result in . 
lower costs to the students, reduced debt totals, and improved educational opportunity. 
Without providing detail here, we recommend that those involved in discussions of debt usage for 
worthwhile purposes, keep U.S. undergraduate study in mind. The Task Force has already started to 
discuss such possibilities with relevant persons and believes it to be feasible, and certainly, desirable. 
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CHAPTER VI 
Towards Action 
We have recommended two broad goals--significant expansion and greater diversity in education 
abroad programs--and three routes towards realizing them. These three are'to align study abroad 
programs more closely with the undergraduate curriculum, to attack the identifiable, widespread 
inhibitors to growth and diversity, and to refine and improve the financial base for study abroad. 
These five recommendations, as elaborated in this report, lend themselves to concerted, organized 
effort at the national, state, and institutional levels. We urge that at each level the community 
concerned with undergraduate study abroad work through existing organizations to move strategically 
on these goals. Where organizations do not exist, they must be created or the task absorbed within 
some other entity. We urge a direct approach to these goals as an important part of the broad effort 
to internationalize higher education and to produce well-educated leadership for the 21st century. 
At the national level, this will mean that existing organizations concerned with education abroad must 
ally with others to see that it is incorporated in all initiatives to educate for global competence. 
Education abroad must be placed on the agendas of national association meetings, including college 
and university presidents, area studies and discipline-based organizations, professional education 
associations, and others. Included in this effort might be the entity proposed by the Coalition for 
Advancement of Foreign Languages and International Studies. All of these groups and organizations 
should, in concert and individually, seek to bring a better understanding of the importance of study 
abroad in a quality program of international education. 
These alliances should be a part of a broader and more activist strategy to advance study abroad than 
has been present in the past. As the Higher Education Act moves towards reauthorization in 1991, 
education abroad as a component of Title VI should be prominent. It should be promoted within each 
of the varied strands of fmancial support for higher education, for example, as part of broader 
minority student participation. An activist stance, one allied with other groups, will bring higher 
visibility for the study abroad field as its leaders increasingly work with Legislative and Executive 
Branch leaders on issues related to expansion and diversity goals. 
At the state level, action is critical because most public institutions of higher learning derive a large 
share of their revenues from state governments and because private corporations frequently link their 
political activities and their philanthropic work to the communities in which they are located. Action 
at the state level by those committed to the goals of this report should focus on those organizations 
that comprise the political environment in which educational policy decisions are made. Obviously, 
this includes the official bodies that formulate educational policy for the state and establish the 
budgets for public institutions. . 
The objective must be to convince officials at the state level that study abroad is an integral and 
valuable part of higher education. Study abroad advocates should seek to place study abroad in all 
state processes such as higher education legislation, budgets or university support arrangements that 
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deal with international education. The report of the National Governors Association(12) should be 
viewed as a foundation--and justification for bold actions. 
Equally important, action should be directed at civic groups and corporations. Together these 
constitute the largest portion of the constituency for international education in the private sector at the 
state level. Without their support, it will be difficult to convince state governments to make study 
abroad a matter of priority in the policy process. The goal is to create a grassroots mandate for study 
abroad. Many corporate leaders are already on record nationally as favoring international education. 
The state level action plan should focus on winning the explicit support of corporate leaders for study 
abroad. Local corporations and civic groups can play an important role in convincing state officials 
and institutional administrators that study abroad is integral to our efforts to prepare the coming 
generation for the challenges they will confront. Fortunately, state and regional level organizations 
which support international education are generally well-positioned to these study abroad efforts. 
Much of what we are recommending must become part of the action agenda at the institutional level. 
We urge that leaders of colleges and universities where international education, including study 
abroad, is not yet a priority appoint a task force to develop strategy to accomplish this goal. In 
pursuing the goal, academic leadership should forge alliances with appropriate interest groups and 
individuals within and beyond their institutions in order to maximize the effectiveness and impact of 
their efforts. 
While there is no single model for strengthening study abroad, among the many possible strategies for _ 
action at the institutional level are the following. 
• Allocate institutional funds to study abroad as a legitimate and significant instructional 
offering, and make it an important ~arget for institutional fund-raising. 
• Encourage and accord appropriate recognition to faculty involvement with and contributions 
to study abroad, including student advising, program development, and the integration of 
study abroad into the home campus curricula. 
• Take such measures as may be required to assure that students who study abroad are not 
penalized with respect to financial aid, and endeavor to provide special assistance to minority 
and other students under-represented in study abroad so that they have equal access to it. 
• Establish/strengthen a central office to develop, monitor, and coordinate international 
education, including study abroad, with appropriate staffmg and other resources. The nature 
of the central office will vary, but the essential need for such leadership is increasingly 
apparent. 
These national, state, and institutional activities and strategies fall in various ways within our five 
recommendations. Each of the five calls for specific actions, including the formation of political 
alliances, direct debate, and other tactics at each level. These actions will take different form and 
substance from one institution and locality to another. But we have suggested the ways they can be 
approached, recognizing the need to vary the pattern and strategy within our diverse system. 
(12)American in Transition: The International Frontier 
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Whatever the variation, those committed to internationalizing higher education and, specifically, 
expanding and improving study abroad, must not get on with the task. Never before has the need 
been so apparent, nor the opportunity greater. 
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